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ABSTRACT 
THE LONG-TERM EFFECTS OF HAVING SERVED 
AS A RESIDENT ASSISTANT/COUNSELOR 
ON COLLEGE UNDERGRADUATES: 
A STUDY OF UNIVERSITY OF MASSACHUSETTS ALUMNI 
FROM THE CLASSES OF 1954-1973 
MAY 1991 
LAURENCE MONETA, B.S., UNIVERSITY OF MASSACHUSETTS 
M.Ed., SPRINGFIELD COLLEGE 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Patricia Crosson 
Most research efforts have focused on the assessment of a 
limited number of dimensions of student growth across entire 
student bodies or representative samples of all students. One group 
that has not been sufficiently studied are the Resident Assistants 
who staff residence halls. The purpose of this study is to provide 
outcomes-related information on Resident Assistants. Three research 
questions have been formulated. 
1. Will Resident Assistant alumni attribute their post¬ 
graduate choices to the R.A. role? 
2. Will Resident Assistant alumni as a group demonstrate 
high involvement with activities similar to those with 
which they were engaged as R.A.s? 
vi 
3. Will Resident Assistant alumni recall their R.A. 
experiences and be able to cite specific experiences 
which demonstrate how the role affects life choices? 
The literature for this study is divided into four parts. The first 
will trace the development of the Resident Assistant from proctor to 
peer helper. The second unit of the literature review focuses on the 
theories associated with student development. A third section 
outlines the literature available on outcomes assessment. The final 
part of the literature review consists of a brief discussion of survey 
research principles. 
The study findings are presented in six sections. The first 
section focuses on satisfaction with the R.A. experience. The following 
three sections address the three major variables of this study. The 
fifth section presents additional findings concerning influence on 
academic performance. The sixth section provides a discussion of 
research question 2. Several questionnaire items allowed for open- 
ended responses. 
This study shows that students appear to have migrated to the 
Residents Assistant role for various reasons. Many chose to pursue 
educationally-related careers and reported that they perceived this 
role as appropriate grounding to their future vocational interests. 
Another half sought this role for other reasons including financial, 
authoritarian and altruistic reasons. Further, the results reveal that a 
• • 
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a small subset of the R.As were influenced to alter their career 
interests as a result of the experience but that most were not. 
Regardless of influence on career decisions, most reported having 
been affected personally by the experience. 
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CHAPTER I 
STATEMENT OF THE PROBLEM 
Introduction 
Educators and researchers have long been engaged in studies of 
the effects of various educational interventions on human growth 
and development. Of particular interest to higher education 
investigators has been the study of the effects of college on students. 
Pace (1979) and Feldman and Newcomb (1976) each devoted a 
volume to the topic. More recently, additional scholars have become 
fascinated with outcomes assessment in higher education. 
Why should we be concerned with outcomes? Ewell (1985) 
suggests several reasons. They include public concern with the 
"investment" in higher education as well as local campus concern 
with reallocation of scarce resources, societal concern about the 
quality of post-secondary education, a need to respond to various 
accreditation requirements, and growing recognition that assessment 
of student outcomes can be used "to improve retention and 
recruitment strategies, to identify problems within particular 
curricula, or to establish the need for increasing the emphasis on 
particular skills areas across the curriculum" (p. 2). 
Outcomes assessment is clearly dependant upon an ability to 
state what students are expected to learn from the college 
experience. Bowen (1977) identified 10 areas influenced by going to 
college. They include verbal and quantitative skills, substantive 
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knowledge, rationality, intellectual tolerance, esthetic sensibility, 
intellectual integrity, wisdom, intellectual and cultural pursuits and 
lifelong learning. Of more practical application is the categorization 
offered by The National Center for Higher Education Management 
Systems (1975) who suggest the following: 
A. Intellectual Growth: An ability to understand and use 
concepts and principles from several broad areas of learning. 
B. Social Growth: Understanding of other people and their 
views; experience in relating to others. 
C. Aesthetic and Cultural Growth: Awareness and appreciation 
of the literature, music, art and drama of one's own culture and 
others. 
D. Educational Growth: Understanding of a particular field of 
knowledge; preparation for further education. 
E. Vocational and Professional Growth: Preparation for 
employment in a particular vocational or professional area. 
F. Personal Growth: Development of attitudes, values, beliefs, 
and a particular philosophy of life; understanding and 
acceptance of yourself as a person; ability to be realistic and 
adaptable and to make decisions about one's own future. 
Outcomes assessment can be conducted while students are still 
enrolled, shortly after graduation or several years after graduation. 
Most surveys of alumni focus on recent graduates. The ease with 
which recent alumni can be located and questions which have 
focused on relatively immediate post-graduate achievement have 
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dissuaded researchers from looking at older alumni. As Pace (1979), 
however, suggests: 
The more penetrating inquiry I would like to see, and 
which I believe is the significant new direction for alumni 
surveys, is perhaps best regarded as appropriate for 
alumni ten to fifteen to twenty years after graduation. 
This extended period is surely needed if we are to learn 
more about the enduring influence of higher education in 
people's lives and about the role of college graduates in 
our society (p. 113). 
Most research efforts have focused on the assessment of a 
limited number of dimensions of student growth across entire 
student bodies or representative samples of all students. The most 
ambitious, such as Astin (1977), attempt to measure thousands of 
students across hundreds of dimensions in order to provide a 
comprehensive profile of the nation's student body. Institution-based 
efforts have focused more narrowly on an individual college or 
university Some (Banta, 1985; Endo and Bittner, 1985), however, 
have included multiple dimensions. 
One group that has not been sufficiently studied are the 
undergraduate Resident Assistants who staff the residence 
halls at most residentially-based institutions. Residents 
Assistants (R.A.s) experience all the traditional campus 
activities: courses, extra-curricular events, financial pressures 
and the like. In addition, however, R.A.s generally spend 20 or 
more hours per week in support of anywhere from 20 to 50 
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peer undergraduates who are experiencing every facet, both 
positive and negative, of the campus. Examination of this 
population could contribute to our knowledge of the outcomes 
of college attendance for all students. 
While substantial research has been conducted on 
Resident Assistants, most of it has focused on the influences 
R.A.s have on their student charges (Vacc, 1974; Ender, 
McCaffrey and Miller, 1979), on R.A.s counseling interventions 
(Brown and Zunker, 1966; Schuh, Shipton and Edman, 1988) or 
on R.A. stress and burnout (Dickson, 1981; Hornak, 1982; 
Nowack, Gibson and Hanson, 1985). Surprisingly little research 
has focused on the effects of having served as an R.A. on the 
Resident Assistants themselves. 
The Bowen paradigm, offered above, provides one set of 
structures or domains by which outcomes of college 
attendance can be categorized. The recent emergence of the 
theories of student development offer further means for 
assessment of specific dimensions of growth (Rogers, 1980). 
For example, Chickering (1969) offers seven "vectors" of 
growth in areas of intimacy and identity, Kohlberg (1969) 
provides six stages of moral reasoning, and Holland (1973) has 
identified a theoretical framework for career development. 
Until fairly recently, assessment of the outcomes of college 
attendance which attempted to delineate sub-groups or dimensions 
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has been limited to measurement of broad categories of learning. For 
example, Curry and Hager (1987) reported on an assessment of the 
common General Education curriculum in the State of New Jersey, 
The Associated Colleges of the Midwest (Wishart and Rossman, 1977) 
project studied Liberal Arts graduates of member colleges, and the 
Calvert Survey (Calvert, 1969) focused on Male Liberal Arts 
graduates. The substantial efforts of student developmentalists has 
resulted in the detailed categorization of the domains of growth 
experienced by college students. As a result, research can now be 
more directly focused on specific outcomes such as career choice, 
learning styles, intellectual reasoning abilities, intimacy and many 
other domains. 
The purpose of this study is to provide outcomes-related 
information on a subset of undergraduates who engaged in one of the 
most intensive co-curricular experiences available to 
undergraduates. Specifically, this study is intended to offer an 
examination of the Resident Assistant experience for these graduates. 
This will be a delimited outcomes assessment. Three research 
questions have been formulated for this study. 
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Research Questions 
1. Will Resident Assistant alumni attribute their post¬ 
graduate choices (career, personal growth, etc.) to the 
R.A. role? 
2. Will Resident Assistant alumni as a group demonstrate 
high involvement with activities similar to those with 
* 
which they were engaged as R.A.s: teaching, counseling, 
human services or related activities? 
3. Will Resident Assistant alumni recall their R.A. 
experiences and be able to cite specific experiences 
which demonstrate how the role affects life choices? 
Significance of the Study 
This study will be one of the few to focus on the outcomes of 
college on a specific group - Resident Assistants. Also, it is one of the 
only studies to examine outcomes long after graduation, as suggested 
by Pace. 
The Resident Assistant population is a particularly important 
one for institutions of higher education. R.A.s serve as peer 
counselors, advisors and monitors in residential communities. Their 
roles are complex and comprehensive and they bear responsibility 
for the well-being and growth of a community of students often 
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consisting of 40-50 individuals. While R.A.s are typically employed 
for 20 hours per week, they more often serve considerably longer 
than that. Their role requires that they intervene in behaviors which 
span the spectrum from annoying to dangerous, but the most 
significant requirement of the position is that they actively sponsor 
activities and events which promote student satisfaction as well as 
personal growth and development (Ender, 1984; Blimling and 
Miltenberger, 1981; Powell, Plyler and Dickson, 1969) . 
The R.A.s, therefore, provide an unusually enticing cohort for 
assessment. Researching the outcomes of their college experience 
addresses all the criteria suggested by Ewell. That is, we are 
concerned with the substantial investment the institution makes in 
providing them (typically room and board waivers for each) and 
their contribution to the quality of the educational environment at 
the institution. They can also provide keen insight into the effects of 
an intense co-curricular experience on academic, personal, social, 
political and other achievements. From this information, we can 
begin to consider the potential contributions of other campus 
leadership experiences to post-graduate achievement. 
This research may also offer an initial evaluation of the 
theories of student development. These theories suggest that 
student growth within specific domains occurs in a predictable 
pattern when students are appropriately stimulated by various 
challenges. This study will offer an opportunity to review the 
developmental achievements of the R.A. population and may 
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provide evidence which will support the assertions suggested by 
student development theorists. 
Delimitations and Limitations of the Study 
This study is limited by factors which include the general 
limitations of survey research compounded by the difficulties 
associated with populations long removed from the enterprise whose 
influences are being assessed. Survey research accounts for a 
substantial proportion of the research done in the field of education. 
It provides an economical means to explore a variety of relationships 
but cannot establish causal relationships with any degree of certainty 
(Borg and Gall, 1963). 
A further limitation of survey research is that the quality of 
sample selection, questionnaire design and analysis methodology is 
dependant upon the clarity of the study's objectives. Additionally, 
survey research is limited by unintended psychological effects of 
specific questions, by the influences of the supportive 
correspondence, by the logistical problems associated with the postal 
system and by the effects of non-respondents. 
Steps taken in this study to avoid or compensate for the known 
pitfalls of survey research included establishing clear objectives, 
collecting data specific to the issues being studied as well as from all 
available members of the population, analyzing the data across 
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generational groups as well as by various cohorts, and utilizing a 
survey instrument which is sensitive to the issues identified above. 
That many of the participants have been long removed from 
their college experiences posed an additional limitation for the study. 
The oldest R.A. alumni graduated at least 25 years ago. For many of 
these respondents and, likely, even for those more recently 
graduated, recollection of their college experiences was potentially a 
significant limitation. Further, those with good memories were still 
likely to find it difficult to remember how their service as a 
paraprofessional staff member influenced their various personal 
decisions following graduation. This study assumes that the intensive 
nature of the R.A. role will stand out in their memories and easily be 
recalled for this survey. 
Definition of Terms 
A Resident Assistant (R.A.) is an undergraduate peer 
paraprofessional usually assigned to a residence hall community of 
from 25-50 undergraduate residents who performs various functions 
which enhance the quality of the living environment. Winston and 
Ender (1988) define them as: 
undergraduate students who have been selected and 
trained to offer services or programs to their peers. These 
services are intentionally designed to assist in the 
adjustment, satisfaction, and/or persistence of students 
(p.466). 
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Student Development theories consist of several families of 
theories which seek to explain the stages and dimensions of growth 
for the traditionally aged (18-24) college student. The term was 
coined by Miller and Prince (1976) who indicated that Student 
Development involved the application of human developmental 
concepts to traditionally-aged college students. The process of 
stimulating student development involves engaging students in 
complex developmental tasks which lead toward self directedness 
and independence. 
Student Outcomes refers to the added value derived from an 
educational experience. Ewell(1985) presents several distinctions in 
categorizing outcomes. He notes the difference between cognitive and 
affective outcomes (gains in knowledge Versus changes in attitudes 
or values), psychological and behavioral outcomes (changes in a 
student’s head versus changes that can be directly observed), and 
within-college and after-college outcomes (a distinction about when 
the outcome occurs). 
Outcomes assessment refers to the outcomes of higher 
education and "reflects measures of educational gains when 
appropriate comparisons are made between freshmen and seniors 
(Halpern, 1987, p. 6)." For this research effort, this definition is 
expanded to include comparisons between the freshman year and 
other periods of time. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
Introduction 
The literature for this study is divided into four parts. The first 
will trace the development of the Resident Assistant from proctor to 
peer helper. This literature notes the changes in roles and functions 
which paralleled changes in societal expectations of colleges and 
universities. 
The second unit of the literature review focuses on the theories 
associated with student growth and development. The foundation for 
student development theory is presented as well as contemporary 
reflection on theories, families of theories and paradigms for 
application of the theories. 
A third section outlines the literature available on outcomes 
assessment particularly for alumni. The final part of the literature 
review consists of a brief discussion of survey research principles 
appropriate to the methodology intended for this research effort. 
1M_Resident Assistant 
History and Evolution of the Resident Assistant Role 
Resident Assistants (R.A.) are generally understood to be 
undergraduate, peer support staff who live among resident students 
and perform various functions which enhance the quality of the 
living environment. R.A.s are a large segment of the peer 
paraprofessional staff on college campuses who serve in a myriad of 
support roles. One useful definition for these paraprofessionals is 
offered by Winston and Ender (1988) who define them as: 
undergraduate students who have been selected and 
trained to offer services or programs to their peers. 
These services are intentionally designed to assist in the 
adjustment, satisfaction, and/or persistence of students. 
(p. 466) 
The use of peer support personnel in colleges has a long 
history. Peer paraprofessionals have long been acknowledged as a 
major contributor to the development of educational programs at 
colleges and universities (Aceto, 1962). It can be traced back to 
colonial times (Ender, 1984, Winston and Ender, 1988) where the 
first known paraprofessionals were employed as tutors. 
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Various other roles emerged for peer paraprofessionals as 
colleges expanded in size and function. They have been identified 
with four primary areas of involvement: (1) as advisors and 
counselors; (2) as teachers; (3) as orientation staff assistants; and 
(4) as residence hall staff members (Aceto, 1962). However, a 
significant majority of paraprofessional use has occurred in college 
residence halls (Brown and Zunker, 1966). In 1963, between 63 and 
67 percent of all colleges surveyed reported using paraprofessional 
counselors and nearly 90 percent reported their use predominantly in 
residence halls. 
The role of R.A.s in college residence halls paralleled the 
evolution of the residence halls themselves. At the turn from the 
19th to the 20th centuries, the institutionalization of dormitories 
occurred (Winston and Ender, 1988). Residence hall peer staff were 
predominantly identified as "Proctors" or rule enforcers through the 
1950's. They were responsible for maintaining order and providing 
administration-student liaison. In the 1960's, residence hall peer 
paraprofessionals began to be identified as Resident Assistants or 
Resident Advisors and the concept of R.A. as peer helper and 
"environmental manager" emerged (Winston, Ullom and Werring, 
1984). 
As early as 1950, some seeds of change were visible. Ohlsen 
(1950) described the R.A. as serving: 
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1) By helping students to become acquainted in the hall, 
both with other students and staff. 2) By becoming well 
acquainted with every student in his section, knowing 
their special interests, abilities and problems. 3) By 
referring students for help when the undergraduate 
assistant is not competent to give such help. 4) By 
knowing the student resources in the hall for special 
tutorial help. 5) By distributing information which helps 
all of the students keep well informed on both hall and 
college-wide activities and regulations. 6) By helping to 
promote good hall government. 7) By helping to create 
and maintain a friendly atmosphere. 8) By recognizing 
morale problems early through helping the head counselor 
understand sources of student discomfort, (p. 455-464) 
Various terminology described the role of the peer helper R.A.. 
The R.A. served as student counselor, conducting informational and 
guidance work; as academic support, developing a climate favorable 
to education and academic pursuits; and as a general problem-solver 
in the halls (Aceto, 1962). According to Yarborough and Cooper 
(1963) the R.A. gave direction, assisted in management and 
personnel problems, and developed self-government and "the 
principles of democracy". 
San Diego State College's R.A. selection criteria and job 
responsibilities provide illuminating acknowledgement of the role 
transition inherent in the 1960's: 
San Diego State Selection Criteria: 
A person mature enough to recognize responsibility of 
position. 
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Previous leadership experience in group living, camp 
counseling, or student government, desirable. 
Pleasing personality and appearance. A person whom 
students can identify in social usage, dress, and personal 
standards. Good physical and mental health. General 
agreement with school policies. Enthusiasm for hall 
program. 
Common sense in handling matters for which no rules 
exist. 
Ability to recognize personal limitations and to refer 
problems to proper sources. 
Coordinates residence hall program under supervision of 
Head Resident; providing constructive leadership for 
residents in matters pertaining to citizenship and group 
living. Acquaints self with local school policies and 
supports them at all times. 
Has knowledge of the personnel and services of the 
College, and is able to explain the service each offers. 
Acts as a guide in matters pertaining to attitudes, values 
and standards. 
As a member of the personnel staff, conducts self in a 
manner becoming to the position and never brings 
embarrassment to himself, students or supervisors. 
Does not condone the infraction of rules. 
Responsibilities: 
Becomes acquainted with each occupant, 
learning his name, home town, hobby, 
interests and major. 
Helps students develop and maintain attractive rooms 
and reports any necessary maintenance and/or damage. 
Identifies and calls to the attention of the Head 
Resident, students in the hall who appear to have few 
friends, little or no homework, a great amount of time to 
go to shows, no time to play, etc. 
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Develops high morale in group by creating an atmosphere 
conducive to study by curtailing such distractions as 
loud radios, instruments, record players, noisy horseplay, 
and loud conversation or other unnecessary noises in the 
hall. 
Reports to the Head Resident infractions of residence 
hall regulations. 
Develops sensitivity to the feeling in his group and 
reports to the Head Resident for the purpose of 
controlling demonstrations and outbreaks. Fosters and 
encourages individual and group participation in 
residence hall, campus and community activities. 
Works with scholarship committees in the hall. 
(Yarborough and Cooper, 1963, p. 247-249) 
These lists suggest continuing concern with sustaining orderly 
environments with, however, newly emerging commitment to 
counseling, support and maturity (Yarborough and Cooper, 1963). Of 
particular note are the references to identifying students with too 
little or too much time on their hands. It implys a standard of 
behavior or of personal and academic norms which could not be 
sufficiently defined. The "language" of student development had not 
yet emerged as a framework for these expectations. 
Why did this peer role evolve so quickly? What was its 
attractiveness to college administrators? Several benefits to the 
peer paraprofessional role are identified. Aceto (1962) noted that 
younger students were more impressed with more mature students 
than with faculty in areas such as religion, moral values, ethics, 
social responsibility and aesthetic and intellectual appreciation. 
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Others note that the use of peer paraprofessionals enables the 
institution to offer more services, is extremely cost effective and 
frees up professional time for alternate endeavors (Ender, 1984; 
Winston and Ender, 1988). 
Why would undergraduate students seek these apparently 
trying roles? Undoubtedly, the financial reward served as a 
substantial attraction (R.A.s have traditionally received room and 
board or some variation of accommodation and money as 
compensation) but as Yarborough and Cooper (1963) assert: 
Were a Resident Assistant, in most cases, to 
take the position only for what it offered in a 
monetary return, it would be very hard to get 
a suitable person. It is necessary for him to 
see beyond the immediate future and weigh 
well the value of the training he will get. 
No one will question the advantages of this type of 
personal and emotional growth, (p. 247) 
To what extent is the R.A. able to see beyond the immediate 
future? Can we as professionals see that future any better? 
Subsequent sections of this paper will deal with these and related 
questions. 
Contemporary Role and Job Expectations 
Winston, Ullom and Werring (1984) describe 7 role elements 
for the contemporary Resident Assistant. They indicate that the R.A. 
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serves as a (1) model of the effective student, (2) peer helper, (3) 
information and referral agent, (4) socializer, (5) leader and 
organizer, (6) clerical worker, and (7) limit setter and conflict 
mediator. Various alternate role descriptions include: counseling and 
advising; program development; discipline and administration of the 
halls (Greenwood and Lembcke, 1974); and helping students make 
choices and bring about changes in their pattern of actions, thoughts 
and feelings; referring students to mental health staff for personal 
assistance (Shipton and Schuh, 1982). 
Ender and Schuette (1982) suggested 6 objectives for 
paraprofessional programs. They are summarized below: 
Provide direct services to college students; 
Maximize the direct positive effects of peers interacting 
with peers; 
Provide guidance and developmental support services and 
programs rather than counseling/therapeutic 
interventions; 
Provide a wide range of developmental services at 
reduced cost; 
Provide a positive role mode for others to emulate; 
Provide educational and developmental experiences for 
students serving in the paraprofessional positions. 
Of particular note is the reference in three of the objectives 
to "developmental" experiences and support. Notably absent in any of 
the role descriptions cited prior to 1970, the 'language' of student 
development is substantially entrenched by 1982. In fact, 
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backtracking, we find in Blimling and Miltenberger (1981) the 
notion of understanding developmental stage and task theory for 
particular age groups as one role. Ender, McCaffrey and Miller (1979) 
list familiarity with Human Development theory and its application 
to college age students as one of the skills needed by peer helpers on 
the college campus. We will explore the theories and practices of 
student development in the next section of this paper. 
Even as the developmental aspect of the R.A. role emerged, the 
counseling role was expanded and clarified. Shipton and Schuh 
(1982) and Schuh, Shipton and Edman (1986, 1988) investigated the 
nature and type of counseling problems encountered by R.A.s in a 
fifteen year study. In the earliest of the three studies, they reported 
counseling encounters in the following categories: 
Interpersonal Relationships: dating, life-style issues, 
roommate conflicts; 
Sexual Issues: problems of a heterosexual nature, sexual 
harassment 
Special Student Problems: academics, health, homesickness, 
emotional crisis, death, suicide (gestures). (Shipton and Schuh, 
1982) 
Data collected three years later were organized under the 
headings 'Remedial Issues', 'Preventive Issues' and 'Developmental 
Issues'. Citing Morrill and Hurst (1980), they defined Remedial 
problems as those requiring immediate intervention and referral. 
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Preventive issues have the potential to develop into more serious 
problems while Developmental issues facilitate the student growth 
process. 
In the category of Remedial Issues, R.A.s reported roommate 
problems, alcohol, physical confrontations, damage to facilities, 
drug abuse and suicide gestures as the predominant concerns. 
Preventive Issues included academic problems, racial issues, 
abortion, health, suicide threats, pregnancy and birth control. 
Developmental Issues were identified as dating, vocational 
concerns, heterosexual sexual problems, and sexual orientation 
issues. 
In the 1988 report, Schuh, Shipton and Edman identified some 
shuffling of counseling priorities among the items previously 
identified but concluded that, for the most part, the range of 
counseling issues confronted by R.A.s has remained surprisingly 
consistent over the 15 years of the study. The top four counseling 
problems consistently cited are roommate conflicts, alcohol use, 
academic problems and student self-reliance. My own observations 
as a practitioner in this arena for the past 17 years are quite 
consistent with these findings. 
In the span of two decades, the R.A. role was transformed from 
proctor to peer helper. More accurately, the R.A. went from Big 
Brother/Sister to peer developmental assistant. This revision was 
prompted by revolutionary changes in higher education, notably the 
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demise of in loco parentis (Hurst, 1980) as an underlying philosophy 
of student behavior and value monitoring. Simultaneously, a variety 
of other factors influenced the nature of the peer paraprofessional 
role in the residence halls. 
As can be observed from the 15 year counseling study, the 
range of student concerns expanded tremendously from the 1950's to 
the 1970 and 1980's. Racial and sexual harassment, concerns with 
sexual orientation, and a vaiety of forms of violence and vandalism 
strained R.A. intervention skills as well as professional staffs' 
ability to explain their causes. With the new found freedom of the 
1960's came open exploration of drugs and intimacy and with it R.A. 
responsibility to provide advice regarding birth control, abortion and 
intimate relationships. 
Students were growing - intellectually and personally - and a 
structure for categorizing, predicting and encouraging all forms of 
student growth was becoming increasingly essential. Student 
Development theory provided this structure. 
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Student_Development Theories. 
Theoretical Framework for Student Development 
Miller and Prince (1976) legitimized Student Development as a 
framework for the Student Affairs profession. They noted the lack of 
any theoretical underpinnings for the profession and suggested that 
the concepts of human development espoused by Piaget, Rogers and 
others, applied to the college-aged student population would provide 
a foundation for the Student Affairs practitioner and researcher. 
They suggested that Student Development would require applying 
human developmental concepts in order that students can accomplish 
complex developmental tasks and become self-directed and 
independent. 
They further asserted that (1) each student must be considered 
as a whole; (2) each student is unique and must be treated as such; 
(3) the student's total environment is educational and must be used 
to achieve total development; and; (4) the student bears the major 
responsibility for her or his own personal and social development. 
Rogers (1980) provided a comprehensive presentation of the 
various student development theories available at that time. He 
suggested that the theories could be grouped into four families 
representing distinct perspectives on student growth and 
development. The first, Cognitive Development Theories, explains 
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how students reason, think or make meaning of their experiences. 
The structures of reasoning are called stages. Stages are invariant 
("persons develop through them one at a time and in the same 
order"), hierarchical ("the structure of each successive stage is 
more differentiated and integrated and incorporates and integrates 
the critical aspects of the preceding stages"), universal ("the same 
invariant sequence applies to varying cultural conditions"), 
qualitatively different ("successive stages are not adding more of 
the same but are changes to a different thing"), and explain 'how' not 
'what' ("stages are structures of how we think not what we think"). 
Psychosocial Theories are concerned with the content of 
development. Where cognitive theories deal with intellectual and 
moral development, psychosocial theories are more concerned with 
personal and life-cycle development (Miller, Winston and Mendenhall, 
1983). Psychosocial theories integrate feelings, behavior and 
thinking into a rich, complex picture of the life span (Rodgers, 
1980). A common term utilized by psychosocial theorists is 
identity. 
Psychosocial theories are sequential (that is, they tend to 
occur in a certain order but the order can vary), cumulative (how a 
stage is resolved affects one's ability to to deal with future stages 
adequately), not universal (other than during infancy and childhood), 
qualitatively different and concerned with the content of 
development not the structures of meaning-making (Rodgers, 1980). 
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A third family of developmental theories are identified as 
Person-Environment Theories. These theories focus on the ecology of 
student life (Miller, Winston and Mendenhall, 1976; Greenwood, 
1980). Person-Environment theorists believe that behavior is a 
function of the individual interacting with the environment. Rodgers 
suggests that these theories are not developmental per se, but are 
nonetheless useful. 
The final family of theories identified by Rodgers is grouped 
under the heading Humanistic/Existential theories. They share a set 
of concepts which include freedom and responsibility, self- 
awareness and self-actualization, authentic experience, openness to 
experience, and willingness to live a process rather than a content. 
These theories are also not developmental per se but provide an 
alternate perspective on student growth and implications for 
maturity. 
These families are portrayed in Figure 1 with representative 
theorists and examples of their stages, structures and philosophical 
concepts. The charts were prepared by Cornfeld and Knefelkamp 
(1984). 
M
AT
UR
IT
Y 
C
on
tr
ib
ut
io
ns
 
o
f 
S
tu
de
nt
 
D
ev
el
op
m
en
t 
T
he
or
y 
DO
UG
LA
S 
HE
AT
H 
M
OD
EL
S 
to
 
A
ss
es
sm
en
t 
o
f 
S
tu
de
nt
-a
s-
L
ea
rn
er
 
JA
NE
 
LO
EV
IH
GE
R 
a
n
d 
to
 
E
du
ca
ti
on
al
 
D
es
ig
n 
© 
cn 
ra 
o. 
£ © 
c 
T3 
© 
Zl 
_c 
c 
o 
o 
<N 
Fi
gu
re
 
1. 
Fa
m
ili
es
 
o
f S
tu
de
nt
 
D
ev
el
op
m
en
t T
he
or
ie
s 
cl 
o 
C5 
QC to UJ 
CL CL O < o O 
Cu — D5 -3i 
O 
Ci C UJ 
C2 -J *— 
ID _J UO 21 O 12 •* 
22 u<; 
uj O < _> • 
>0 
w 
o 
CJ 
^ u 
a 
*j c 
2 u 
CJ rc 
s 0 c 2_1 cr> 
o • — 
^ i« w 
o re o 
> » o 
CJ -U 
0 2 — 
a> re 
—» -D 2 
2 2 0 
a> -u — D to u 
2 *> 
—» **- U 
1/0 0 2 
"2 w_ JJ UJ 
O 2 
a 0 %r\ £ +■* 
2 »/* 
0*^*0 
— 02 W WO to 
2 wo 
-O < 
O 
o 
9. 
re 
O 
o j2 
o 
- <-> 
CJ 
2 
re 
•2 
O O 
CL — t/0 
— •— —) 
> O UJ 
o < o 
uj CL O 
o 2: 
uo — 
cr 
Fi
gu
re
 
1.
 
Fa
m
ili
es
 
o
f 
St
ud
en
t 
D
ev
el
op
m
en
t 
T
he
or
ie
s 
C
on
tin
ue
d 
n
e
x
t 
pa
ge
 
Fi
gu
re
 
1.
 
Fa
m
ili
es
 
o
f 
St
ud
en
t 
D
ev
el
op
m
en
t 
T
he
or
ie
s 
C
on
tin
ue
d 
n
e
x
t 
pa
ge
 
1 
Fi
gu
re
 
1.
 
Fa
m
ili
es
 
o
f 
St
ud
en
t 
D
ev
el
op
m
en
t 
T
he
or
ie
s 
C
on
tin
ue
d 
n
e
x
t 
pa
ge
 
© 
cn 
03 Q. 
S 
© 
c 
■a 
© 3 
_C 
c 
o 
o 
Os 
Fi
gu
re
 
1.
 
Fa
m
ili
es
 
o
f 
St
ud
en
t 
D
ev
el
op
m
en
t 
T
he
or
ie
s 
o 
CO 
Fi
gu
re
 
1.
 
Fa
m
ili
es
 
o
f 
St
ud
en
t 
D
ev
el
op
m
en
t 
T
he
or
ie
s 
In 1986, Knefelkamp suggested an additional family of 
theorists she identified as "invisibility" theorists. The impetus for 
this new family came from the second generation research into 
cultural, racial and gender differences in developmental stages and 
sequences. It was called second generation to distinguish this 
research from the original introductory work. Individuals such as 
Gilligan (1981) surfaced white, male biases inherent in the original 
developmental studies and have provided more accurate information 
on the developmental structures of women and students of color. The 
most recent studies have included older and other non-traditional 
students. 
Among most of the theorists, there exists congruence on the 
process of developmental change. They suggest that change is 
stimulated through exposure to conflict. When an individual's 
beliefs, way of thinking or values are in some way challenged a 
state of "disequilibrium" (Rodgers, 1980) occurs. Development, 
particularly as defined by the cognitive theorists, is directed 
toward increasing equilibrium. 
Psychosocial theorists support the importance of 
psychological crisis predominantly in early and middle childhood. In 
prior ages, they ascribe psychosocial growth almost exclusively to 
biological forces: "Maturational forces trigger changes whether a 
person is ready for them or not" (Rodgers, 1980). At early and middle 
childhood, however, psychological pressures for change begin to 
dominate. Since the nature of individual experiences have different 
effects on different people, cultural characteristics can influence 
the extent to which any experience may or may not pose a 
psychological crisis. 
Psychosocial and cognitive theorists believe that development 
can be stimulated by challenging experiences. Sanford (1963) 
cautions developmental practitioners to find experiences which 
generate sufficient disequilibrium to stimulate growth and 
development. He asserts that experiences which are excessively 
challenging can cause an individual to regress to an earlier state, 
polarize or harden current modes of behavior or ignore the challenge. 
He also suggests that too little challenge may result in no true 
development. 
Student Affairs practitioners have adopted Sanford's caveats 
and frequently speak of "challenge and support" (Sanford, 1963) as 
the shorthand definition of student development. It is the obligation 
of the student development practitioner to schedule, program, 
coordinate and sometimes contrive experiences for undergraduates 
which will be sufficiently challenging to stimulate reasonable 
psychological and cognitive dissonance that will encourage maturity. 
Concurrently, it is expected that all students will, at some point in 
their college careers, experience academic and personal distress 
that is beyond developmental expectations. That is, distress that is 
unhealthy and potentially damaging. For students in distress, the 
role of the student development practitioner is one of support - 
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counseling, therapy, referral and, when the behavioral manifestation 
of the distress is inappropriate, intervention and accountability as, 
for example, in the form of discipline. 
Challenge and support for most college undergraduates at 
residential institutions occurs in the residence halls, on the floors 
and corridors, under the direction of the R.A.. The support role has 
been adequately described in the previous discussion on the various 
forms of counseling interventions R.A.s engage in. In the next 
section, a presentation of two models of "challenge" interventions 
will be offered as examples of applications of the intentional 
student development process. 
Practical Applications of Student Development 
Even as student development theorists continue to explore the 
subtleties of the varied theories, staff engaged in the student 
development professions are concurrently involved in designing 
models for their application. Student Development Process Models 
(Rodgers, 1980) are comprehensive paradigms for the application of 
student development theories to the extra-curricular arena. Two 
such models will be offered as examples. 
One of the earliest process models was developed by Miller and 
Prince (1976) entitled the "Tomorrow's Higher Education Model" 
(T.H.E.). This model is based in a variety of principles which suggest 
that college students’ development can occur best when students are 
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encouraged to try new activities while reassured about their own 
capabilities; when they are free to share personal feelings; when 
they can begin at their own levels and progress at their own rates; 
when they can observe successful adult role models; when they 
receive open, honest feedback; when they are regarded as whole 
individuals; and when students, faculty and staff work 
collaboratively in decision-making and sharing opinions (Ender, 
McCaffrey and Miller, 1979). 
The six basic steps of the T.H.E. process model are Setting 
Goals, Assessment, Instruction, Consultation, Environmental 
Resource Management and, Evaluation. Each step is applied from the 
perspective of an individual student. 
Setting Goals is defined as establishing long-range goals or 
outcomes that the student hopes to achieve. Additionally, more 
specific activities and objectives should be identified. 
Assessment follows the development of goals and begins 
with an assessment of his/her initial development in that 
area. This step also requires the student to decide what 
activities or strategies will increase the likelihood of 
reaching the desired goal. It is essential that the student 
choose these strategies and not have them chosen for him/her. 
Instruction, according to T.H.E. is seen as an activity for 
personal development. It involves the participation in any 
efforts or interventions which will enable the student to 
sample experiences appropriate to the selected goal. 
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Consultation involves the relationship between the student 
and an advisor or other resource person. The success of a 
consulting relationship is dependant on the student being 
viewed as ultimately responsible for his/her own decisions. 
Environmental Resource Management is "the process of 
helping an environment evolve which is helpful to a student’s 
personal development" (p.37). Banning (1980) has, in 
particular, been a strong advocate of this person-environment 
based developmental perspective. He suggests that the focus of 
the concern not just be on student change but on the 
transactional relationship between the student and their 
environment. 
Evaluation is the final component of the T.H.E. Model. It is 
defined as the determination of the strengths and weaknesses 
of a particular developmental program or activity. It provides 
necessary information to the student, accountability for the 
staff and a basis for reviewing future endeavors (Ender, 
McCaffrey and Miller, 1979). 
T.H.E. has been successfully implemented on a variety of 
campuses. Equally effective has been Grounded Formal Theory 
Grounded Formal Theory (Rodgers and Widick, 1978) suggests 7 
steps for utilizing student development theory in a practical way. 
Step 1. involves the identification of a specific problem, population 
and context. For example, the problem might be community 
development, the population a particular residence hall, and the 
context, staff training and facility enhancements in support of 
community development for this hall. 
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In step 2., the practitioner selects useful content and 
developmental theories. For this example, group and community 
dynamics theories and psychosocial theories would be appropriate 
(among others). Step 3. suggests that these theories be grounded 
with the students in the context. That is, consider these theories in 
the context of the selected population. What are the appropriate 
developmental challenges? How do these theories inform us relative 
to our stated problem? 
Step 4. requires that we also ground these theories with the 
staff of the context. The same considerations applied to the 
students are to be reviewed relative to the involved staff in our 
example. In step 5., goals and objectives are determined. Step 6. 
directs us to design a new intervention to accomplish these goals 
and objectives and, finally, in step 7. we implement and study the 
design utilizing the appropriate measures for the theories. 
Similar structures for applying student development theories 
were proposed by the Council of Student Personnel Associations 
(Cooper, 1971; Cooper 1972), Colorado State University (Morrill, 
Oetting, and Hurst, 1974) and Knefelkamp (1984). They have in 
common expectations that practitioners identify an issue, problem 
or arena for intervention; that goals and objectives for these 
concerns be developed; that appropriate theories be identified and 
considered in light of the issues and goals; that programs and 
experiences be constructed; that the environment be altered in 
36 
support of these efforts; that the outcomes be assessed relative to 
the intended objectives and; that the cycle begin anew. 
The delineation of student development theories into the 
families identified above provides a useful system for choosing 
appropriate theories and for categorizing these theories into 
biologically sound units. For all practical purposes, however, 
practitioners need categories of intervention which are more 
consistent with the various domains of growth experienced by 
students. 
Greenwood (1980) proposed 7 developmental dimensions for 
the practice of student development: intellectual, academic, 
personal, moral, social, cultural and physical. This categorization, 
while seemingly more useful for applying developmental theories is 
still too vague and cumbersome for effective implementation. 
A more useful and appropriate set of domains was developed by 
Hettler (1980). Under the rubric of "Wellness", Hettler suggested 
that the pursuit of wellness can be best achieved by developing and 
integrating six dimensions of one's life: intellectual, emotional, 
physical, social, occupational, and spiritual (Warner, 1985). The 
dimensions are defined as follows (Hettler, 1980): 
1. Intellectual - The degree to which one engages one's mind 
in creative, stimulating mental activities. 
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2. Emotional - The degree to which one has an awareness and 
acceptance of one's feelings. 
3. Physical - The degree to which one maintains 
cardiovascular flexibility and strength; the degree to which 
one maintains behaviors that help one to prevent or detect 
early illness; and the degree to which one chooses foods that 
are consistent with the dietary goals of the United States. 
4. Social - The degree to which one contributes to the 
common welfare of one's community. 
5. Occupational - The satisfaction gained from one's work 
and the degree to which one is enriched by that work. 
6. Spiritual - One's ongoing involvement in seeking meaning 
and purpose in human existence. 
The Wellness Model has particular appeal for a variety of 
reasons. Foremost among them is the fact that the dimensions, 
themselves, are distinct and comprehensible. They have been adopted 
by many institutions as the campus-wide model for student 
development intervention because they are readily understood by 
students, faculty and staff alike and are meaningful domains for 
activities programming. The term "wellness" itself has been 
accepted as a positive, healthy goal for human development and is 
being applied throughout the workplace as well as the college 
campus. 
The existence of useful domains of student development 
enables practitioners to effectively determine priorities for 
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program assessment and intervention. Student growth in each of the 
domains can be evaluated and monitored and distinct services and 
developmental experiences can be constructed to meet unique goals 
identified for each domain. The Wellness Model provides one 
extremely successful example of this process. 
Student Development and College Residence Halls 
The contribution of college housing to the student 
developmental process has long been documented (Winston, Ullom 
and Werring, 1984). Hurst (1980) in describing the demise of in loco 
parentis, indicated that as student developmental efforts emerged 
"Residence Education programs grew up alongside of the Housing 
operation". Riker and DeCoster (1971) specified 5 levels of activity 
which relate to the student development effort within college 
housing. They are, in the first 2 levels, concern with the physical 
facilities and their influence on development; in level 3, concern 
with administrative structures, policies, rules and their 
enforcement and; in levels 4 and 5, concern with interpersonal 
environments that challenge and support students. 
In 1976, in their substantially influential text on colleges' 
impacts on students, Feldman and Newcomb affirmed the importance 
of college housing when they stated: 
There are few observers of undergraduate education in 
America who doubt that colleges' impacts, insofar as they 
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occur at all, are in one way or another mediated, enhanced, or 
counteracted by peer group influences. Students' close 
associations in residences and dining halls would seem, 
therefore, to provide a likely setting for influence upon one 
another, (p. 222) 
The literature on student development is rich with references 
to college residence halls as a wonderful arena for the practice of 
developmental programming and supports. Chickering (1974) devoted 
an entire book to the comparison of student growth in residential 
campuses with those on non-residential campuses and concluded that 
the residential environment is a fundamental influence on all the 
domains of student growth and maturity. 
Utterback, Barbieri, Fox, and Solinger (1990) recently asked 
"How and to what extent are college students affected by the 
experience of being a Resident Assistant? Do programs in residence 
halls impact student development?" (p. 45). In order to answer these 
questions they administered the Student Developmental Task and 
Lifestyle Inventory (Winston, Miller and Prince, 1979) which is based 
on Chickering's (1969) vectors of identity formation. The inventory 
was administered to freshman new applicant R.A.s and returning 
R.A.s. They discovered that veteran R.A.s were no more developed 
than new applicants and explained these results by suggesting that 
the inventory may not measure the unique differences in R.A. 
development or that "the developmental effects of the challenges of 
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being an R.A. are longitudinal and may not become evident for 
several years" (p. 53). 
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Outcomes Assessment 
A substantial body of literature exists on the topic of outcomes 
assessment. Much of it is concerned with the achievements and 
accomplishments of students as they change from freshman to 
seniors or to recent graduates. Considerably less material is available 
which focuses on long-term outcomes associated with college 
attendance. In this section, I will define outcomes assessment 
(Halpern, 1987), describe a variety of comprehensive assessment 
projects (Pace, 1979) and review the process of outcomes assessment 
(Miller, 1979; Ewell, 1985). 
Definition and rationale for Outcomes Assessment 
Student outcomes assessment carries a variety of definitions 
which seem to depend on the particular perspective of the 
researcher or critic (Ewell, 1985). As defined by Halpern (1987) it is 
characterized by "... the outcomes of higher education (which) can be 
used to reflect educational gains when appropriate comparisons are 
made between freshman and seniors" (p. 6). Clearly, given the 
plethora of research efforts which have focused on post-graduate 
achievements, Halpern's definition can be expanded to include 
comparisons between freshmen, seniors and alumni at various points 
in their lives. 
Kuh (1976) reports that it was a widely held contention that 
college attendance effected changes in the personal lives of students. 
Until that time it appears that few people had reason to challenge 
this contention. One apparent contradiction to this commentary is 
provided by Pace (1979) who cites evidence of concern in the 
depression era with the "fare" of college graduates with non¬ 
graduates. In the post-Sputnik era, however, many, concerns began 
to be raised with the value of college attendance. 
Several reasons underlie the hightened interest in college 
outcomes assessment. Pace (1979) notes that because of inflation and 
depression in the 70's as well as the dramatic changes in birthrates 
and unemployment, interest grew in the occupational and financial 
status of college graduates. Other reasons cited as rationale for 
outcomes assessment include growing public dissatisfaction with our 
colleges and universities (McLaughlin et al, 1981; Terenzini, 1981), 
belief in the measurement of outcomes as a prelude to changes in the 
environment of an institution (Baird, 1976), shifting concern from 
processes and resources to outcomes as a measure of achievement 
(Terenzizi, 1989), and interest in studying and validating the 
relationship between college learning and long-term development 
(Drew, 1978). 
It is this latter reason which is of greatest interest in this 
study. Several authors who comment on the long-term life and 
career enrichment likely due to developmental changes and learning 
in college (Drew, 1978; Terenzini, 1979). As Solmon, Bisconti, and 
Ochsner remark: 
A reconsideration of the values of college and the various ways 
a college education may be beneficial to individuals and the 
broader society is necessary. In the first place, the course 
content-job requirement interface should not be the only focus 
in evaluating the work-related benefits of college. College can 
contribute in various ways to job performance. The 
development of values and attitudes by graduates is probably 
of more use to employers than specific knowledge. Experiences 
that develop values and attitudes might result from 
extracurricular activities, dormitory living, fraternity life, or 
merely the discipline of getting up early to pass an attendance 
check at an eight o'clock class (p. 160). 
Measures of Outcomes 
The lack of clear measures for assessing outcomes is consistent 
with the variety of definitions and rationale for conducting 
assessment. Pace (1979) suggests a six scale paradigm which consists 
of 1. knowledge; 2. evidence of personal achievement - occupational 
success and satisfaction, effective and satisfying relationships, 
general life satisfaction; 3. intellectual interests and habits - 
continuing education, critical thinking, reason, curiosity, openness to 
inquiry; 4. quality of consumption and quality of contribution; 5. how 
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they evaluate their own educational experience and how they view 
higher education; 6. subsequent career experience. 
Lenning (1977) as cited in McLaughlin, et al (1981) identified 
five functional outcomes which he named Economic; Human 
Characteristics; Knowledge, Technology and Art Form; Resources and 
Service Provision; and Other Maintenance and Change Outcomes. 
McLaughlin further subdivides the Human Characteristics outcomes 
into three separate areas of personal development: Personal Growth, 
Cultural Awareness, and Human Relations Skills. 
The most ambitious set of measures is offered by Bowen 
(1977) who provides comprehensive sets of goals for institutions as 
well as individuals. The goals identified for individual students are 
listed in Figure 2. 
A. Cognitive Learning 
(1) Verbal Skills 
(2) Quantitative Skills 
(3) Substantive Knowledge 
(4) rationality 
(5) Intellectual Tolerance 
(6) Esthetic Sensibility 
(7) Creativeness 
(8) Intellectual Integrity 
(9) Wisdom 
(10) Lifelong Learning 
B. Emotional and Moral Development 
(1) Personal Self-Discovery 
(2) Psychological Well-Being 
(3) Human Understanding 
(4) Values and Morals 
(5) Religious Interest 
(6) Refinement of Taste, Conduct and Manner 
C. Practical Competence 
(1) Traits of Value in Practical Affairs Generally 
(a) Need for Achievement 
(b) Future Orientation 
(c) Adaptability 
(d) Leadership 
(2) Citizenship 
(3) Economic Productivity 
(4) Sound Family Life 
(5) Consumer Efficiency 
(6) Fruitful Leisure 
(7) Health 
Figure 2 Goals For Individual Students (Bowen, 1977) Continued next page 
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D. Direct Satisfaction and Enjoyments from College Education 
(1) During the College Years 
(2) In Later Life 
E. Avoidance of Negative Outcomes for Individual Students 
Figure 2 Goals For Individual Students (Bowen, 1977) 
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The variety of measures have in common characteristics of 
knowledge, intellectual skills, attitudes, values and personal traits 
(Pace, 1985) as well as employment, income, occupation, and 
interests (Pace, 1979). Further complicating the selection of measures 
of outcomes is the choice of strategy for assessing these measures 
which can include longitudinal versus cross-sectional evaluation, 
competency-based assessment, alumni studies and the like. Several 
examples of studies follow below. 
■Outcomes_Studies 
Several comprehensive research efforts are identified by Pace 
(1979) in his volume on outcomes assessment. They include the 
University of Minnesota study (Pace, 1937) which reviewed the 
economic status of medical and dental graduates; a U.S. Office of 
Education study (Greenleaf, 1939) which also focused on the career 
issues of 45,000 graduates of 31 colleges and universities from 
1928-1935; and the Minnesota General College Study (Pace, 1941) 
which was developed by the faculty to serve as a basis for 
curriculum reform. The content areas of the survey covered four 
concerns: earning a living, home and family life, socio-civic affairs 
and personal life. 
The Time Survey (Havemann and West, 1952) consisted of a 
national sample of all living college graduates in a broad study of 
economic and occupational status, attitudes toward college and some 
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of their college experiences, involvement in civic, cultural and 
political affairs, as well as related attitudes and values. Other surveys 
described by Pace include the Syracuse Alumni Study (Wallace, 
1949), Calvert Study of Men Graduates in Liberal Arts (Calvert, 
1969), National Opinion Research Center study (Spaeth and Greeley, 
1969), UCLA Survey (Pace 1972, 74), Higher Education Research 
Institute National Study of College Graduates and Employment 
(Solmon, Bisconti and Ochsner, 1977) and the 1976 Associated 
Colleges of the Mid- West Survey of Liberal Arts Graduates (Wishart 
and Rossman, 1977). 
Mentkowski and Loaker (1985) report in a monograph by 
Peter Ewell (1985) on the Alverno College Assessment Plan which is 
based upon the determination of explicit learning goals and 
associated behaviors. A follow-up study of several classes at Western 
Illinois University (Lueck and Gilbert, 1974) reported significant 
differences among the four classes in regard to their satisfaction with 
several aspects of their undergraduate experience. 
These studies represent some of the most comprehensive 
attempts to assess the effects of college attendance on the myriad of 
characteristics as identified above which delineate college students. 
Despite the differences inherent in the unique populations and 
generations surveyed as well as the objectives to be served and 
strategies selected for assessment they have much in common. They 
have similarities in content: occupational and financial issues, 
satisfaction with job and relationship of job to fields of study, other 
relationships between education and work, participation in civic and 
cultural activities, and general satisfaction with the college 
experience. In summary, these studies all to some degree assessed 
opinions about the degree to which the subjects were influenced by 
college and the extent to which college provided knowledge, skills 
and experiences which are regarded as beneficial (Pace, 1979). 
Other studies exist which to a lesser degree purport to 
accomplish similar objectives with either fewer variables or with 
fewer institutions. Examples include a study of the impact of 
university experiences on occupational plans by Selvin (1972). She 
determined that "the kind of group in which a student lives..has a 
decided effect on changes in his career plans as he goes through 
college" (p. 298). A study conducted by Downey, Bosco and Silver 
(1984) assessed the long-term outcomes of participation in student 
government. They did not identify any long-term outcomes, either 
positive or negative associated with participation in a student 
government association. They did find, however, that students who 
reported that student activities contributed to skill improvement 
reported higher levels of satisfaction with social activities and 
current jobs. 
A similar study was conducted by Hoge and Ankney (1982) 
who studied the occupations and attitudes of former student activists 
at the University of Michigan 10 years after graduation. They 
reported that the demonstration activists were still more interested 
in political affairs than the non-activists, more suspicious of free 
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enterprise ideology, more opposed to fears of communism, and more 
alienated from the military. They were also disproportionately 
employed in the human services areas of government and absent 
from the business sector. 
Finally, in a study of life satisfaction and college impact on 
college leaders and non-leaders ten years after graduation (Daniels 
and Wallace, 1978) respondents were evenly split in citing 
extracurricular experiences versus academic experiences as more 
important in influencing their life satisfaction. 
The studies cited above include those whose findings support 
long-term effects on post-graduation achievements and choices, 
those which do not support any relationship and those whose 
findings are inconclusive. The only thing that appears consistent is 
the lack of any consistent findings. 
Difficulties Associated With Outcomes Assessment 
The prospect of conducting an outcomes assessment study is 
substantially challenging. Many constraints exist which serve as 
obstacles to obtaining significant results. McLaughlin, et al (1981) 
suggest that 
Trying to determine the effects of attending and studying in a 
university setting is difficult—after all a long period of time is 
involved and it is hard to control for intervening variables, 
maturation, or other factors which would allow the use of a 
classic research design (p.5). 
This is supported by Havemann and West (1952) who state: 
Looking at our college graduates, we can never be completely 
sure whether they got where they did - in terms of 
breadwinning, citizenship, family life, or personal happiness - 
because of their education or in spite of it. Our 9000 subjects 
have gone to college and that is that. They are forever stamped 
as college graduates, and there is no way of telling what could 
have happened to them if they had stayed away (p.5). 
The limitations of memory, research methodology, statistics 
and human characteristics prevent us from assuming any conclusive 
findings from any single study, or, in all likelihood from several 
studies. Terenzini (1989) notes that a single variable can influence an 
outcome variable both directly and indirectly. As example he 
indicated that while an orientation program has no direct influence 
on persistence to the sophomore year, it does influence social 
integration which is positively related to sophomore year enrollment. 
He concludes: "Thus any 'value-added' approach that fails to take into 
account the indirect, as well as the direct, effects of college is likely 
to underestimate the full range of the collegiate experience (p. 659)." 
Further, Terenzini points out that the effects of college 
attendance may not manifest themselves right away. He suggests 
that to expect any significant changes in acquiring the intellectual 
and personal knowledge, skills, attitudes and values which 
presumably characterize a liberal education over a one-to-two year 
period is unreasonable. Does this invalidate any outcomes research 
effort? Are the myriad of research studies which have served as a 
basis for program changes, funding decisions and the like 
unsupported and inappropriate? Terenzini responds in the following 
way: 
Methodological standards for research publishable in scholarly 
and professional journals can probably be relaxed in the 
interests of institutional utility and advancement. The most 
appropriate test of the suitability of a design, measure, or 
analytical procedure is probably that of reasonableness: Was 
the study conducted with reasonable fidelity to the canons of 
sound research? Given the constraints on the research methods 
used and the data produced, is it reasonable to infer that 
college has had an effect on student change? (p. 661,2). 
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CHAPTER III 
RESEARCH DESIGN AND METHOD 
Research Design 
The overall design for this study involves survey research. 
Borg and Gall (1971) note that survey research "utilizes a variety of 
instruments and methods to study relationships, effects of 
treatments, longitudinal changes, and comparisons between groups 
(p. 188)." 
Survey research seemed most appropriate for this study 
because of my desire to study a large number of alumni who reside 
throughout the nation. As indicated earlier, between 1973 and 1984 
approximately 1500 students graduated from the University of 
Massachusetts who had served as R.A.s or Peer Counselors. I 
preferred to include all of them in the survey as opposed to a 
representative sample particularly because of the generational 
differences which were likely to emerge in the data analysis. I 
suspected that distinctions may be observed in the various decades, 
four year class increments and, perhaps, even in individual year 
comparisons. A pool of that magnitude is not easily assessed through 
qualitative means. 
My interest in reviewing a population which is at least fifteen 
years removed from their graduation required that I gather data 
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from individuals who are likely to have relocated from any local 
residency. I corresponded with subjects far removed from 
Massachusetts and, in some cases, the United States. Again, survey 
research methodology best supported this endeavor. It was my 
intention to gather information from my subjects regarding a wide 
variety of issues and achievements. Multiple choice data collected 
through a survey research instrument was particularly useful to this 
effort. 
The selection of the years from 1954-1973 is based on several 
considerations. The first is that the use of peer paraprofessionals in 
residence halls at the University of Massachusetts (subsequently 
referred to as the University) began in 1954. They were then called 
Counselors but engaged in essentially the same functions as 
contemporary Resident Assistants. The end date of 1973 is based on 
a desire to assess R.A. alumni who have not been recently graduated. 
The class of 1973 consists of individuals who have been at least 15 
years removed from their undergraduate years. That amount of time 
should be sufficient for the students to have established careers, 
political ideologies and history, socio-economic status and a plethora 
of interests, beliefs and opinions. 
The final concern, that of selecting dimensions for assessment, 
is substantially more complicated. The relatively new field of Student 
Development provides a paradigm for assessing development along 
several domains. As was discussed in the review of the literature, 
Student Development theories are grouped in a variety of families 
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which have a distinct focus on a subset of human development for 
the traditionally aged college student. Cognitive theories focus on 
intellectual growth, psychosocial theories are concerned with identity 
and relationship development and person-environment theories 
consider the relationship between the milieu and the individual 
(Rogers, 1980). The Wellness model (Hettler, 1980) consists of six 
dimensions of development which incorporate Student Development 
theories in a useful paradigm for categorizing the domains of growth 
to be considered. Student Development theories provided a 
framework for the development of appropriate dimensions for 
assessment of the Resident Assistant alumni. 
Several questions were duplicated from a study conducted by 
the Social and Demographic Research Institute in 1983 (Rossi, Wright, 
Weber-Burdin and Geronimo). This study of University of 
Massachusetts alumni who graduated in the period from 1935-1980 
provided information "on the post-BA accomplishments of alumni, 
their current views of the University, patterns of participation in 
alumni activities, and their willingness to help the University with 
donations of time, influence or money" (p. 2). The questions selected 
from this study are those which provided demographic and 
descriptive data about the R.A. alumni. This information assisted in 
the development of a profile of this group. Many questions were 
included in the survey whose results were not incorporated in the 
data analysis. Originally, it was expected that this data would 
contribute to the overall findings, however, the data selected for 
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analysis and discussion seemed sufficiently comprehensive for the 
research task. 
Research_Population 
I investigated the post-graduate achievements, opinions and 
accomplishments of Resident Assistants who graduated from the 
University of Massachusetts at Amherst in the years between 1954 
and 1973. The potential population for this period consisted of 
approximately 1500 individuals. 
General Procedures 
This research process involved several elements. They included 
identification of the subject pool, design of the survey instrument, 
survey distribution, follow-up encouragement and data manipulation 
and analysis. In order to identify the Resident Assistant alumni, I 
reviewed University records which were likely to contain the 
necessary information. Unfortunately, all employment, financial and 
student record data were archived and essentially inaccessible to me. 
Regardless, through conversation with record-keeping staff in the 
University administration, I was convinced that finding notation of 
students as having been R.A.s or Counselors was unlikely. 
I then solicited information from among those members of the 
University community who had been in administrative roles 
throughout the period of interest. These individuals included Dr. 
57 
William Field, Dean of Students and Helen Curtis, former Dean of 
Women. Again, no records were available. Finally, I discovered that 
the students themselves recorded their service as R.A.s and 
Counselors within the profiles listed in the yearbooks. 
The population for this study was developed from a detailed 
review of every profile printed in the yearbooks from the graduating 
classes of 1954-1973. These records yielded names of graduates 
who had served as R.A.s or Peer Counselors in the specified years. 
I identified 1470 individuals through this process. These names 
were then compared with the current alumni roster maintained by 
the Alumni Office who had assured me that good records for the 
classes in question were available. I was able to identify 960 current 
addresses for the 1470 names submitted. 
I spent some time attempting to ascertain if any systematic 
bias was introduced to this study by the missing 500 alumni. Was 
the group similar to the 960 who were surveyed? The inability to 
access them was based predominantly on the quality of alumni 
record keeping. I was able to identify the graduating year and sex of 
the group and did not find any obvious differences between the 
alumni with identified addresses and those whose locations had not 
been determined. Further, for the years chosen, the Resident 
Assistants pool did not include significant numbers of students from 
minority groups. The unidentified individuals were not likely to be 
58 
represented by students of color or other underrepresented 
populations. 
Survey Instrument 
The design for the proposed instrument consisted of several 
sections. The first set of 10 questions addressed specific 
demographic, employment, and income issues. This section 
duplicated questions asked in the 1983 study (cited earlier) and 
provided comparative information in these dimensions. 
The second section of the survey focused on "beyond 
graduation" and consisted of six questions which required the 
respondents to comment on their recollection of their University of 
Massachusetts experiences. Alumni were asked to assess the quality 
of their undergraduate experiences and their satisfaction with it. 
Many of these questions, as well, were drawn from the 1983 Alumni 
study. 
The next unit, focusing on the R.A./Counselor role, was newly 
created. Questions in this section addressed the subjects' overall 
recollection of their experiences as R.A./Counselors as well as their 
perceptions about the influence of that experience on their career 
choices and personal growth. In order to catalog responses according 
to role differences unique to different periods of time (i.e., 
administrative, counseling-oriented, discipline-oriented, etc.), alumni 
also were asked to note the predominant role with which they felt 
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students identified them. The respondents were also provided with 
space to share personal comments about many of these items which 
yielded subjective data reviewed for consistency with the 
quantitative responses. 
The final section of the survey included questions from the 
1983 study. It attempted to gather profiles of the R.A./Counselor 
alumni with regard to their intellectual and political activities. Topics 
addressed included publications read, interest in political issues, 
political affiliation, civic involvement and related issues. Final open- 
ended questions enabled the alumni to provide commentary on the 
University of Massachusetts in general, the R.A./Counselor role and 
the survey instrument itself. In total, the survey consisted of 35 
questions, yielding 43 individual pieces of data from each respondent. 
With the assistance of a graphics designer, the instrument was 
printed in an attractive booklet format. The booklet consisted of a 
hard cover with the survey name (Resident Assistant/Counselor 
Survey, University of Massachusetts) and a logo uniquely designed 
for this survey, an introductory page which acknowledged the 
respondent's service to the University and the request for their 
responses to the questions, and the survey questions. Attractive 
graphic elements were used throughout the booklet. 
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Distribution and Collection 
Surveys were distributed through first-class mailings to the 
identified alumni with a cover letter describing the project. 
Instruments were coded so that a follow-up note of 
encouragement/reminder could be distributed approximately one 
month later. Respondents were assured of confidentiality and that 
only grouped results would be shared. 
960 surveys were mailed to the alumni identified through the 
means identified above. 290 were returned by the Post Office as 
undeliverable leaving 670 possible subjects. A review of the 
undeliverable mailing addresses did not reveal any unique 
characteristics regarding year of graduation, geographical 
distribution or other potential confounding qualities. For the sake of 
this study, therefore, I am concluding that the undeliverable cohort 
is similar to the remainder of the group and simply represent those 
whose addresses were not updated in the alumni data base. 
Of the 670 subjects who received survey instruments, 350 
returned useable survey response forms which serve as the basis of 
the data analysis. This yielded a 52% response rate. Remarkably, 
most took the time to record in-depth personal statements in the 
open-ended portion of the survey instrument and most were quite 
pleased to have an opportunity to reflect on their role at the 
University. 
Data were coded as indicated in Figure 3. A total of 63 
variables were entered for each of the 350 records and frequencies 
were obtained for each variable. Very few respondents neglected to 
record a response for any questions so missing data were minimal. A 
more frequent problem, however, consisted of multiple responses 
noted where only a single choice was requested. In these cases, 
responses were noted as missing as well. Despite these occurrences, 
no variable had fewer than 320 responses entered. 
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Questions 1-3 Variables 1-3 Number Circled 
Question 4 Variable 4 Number Entered 
Question 5 Variable 5 Number Circled 
Question 6 Not Entered (Title of Current Job) 
Question 7 Variable 6 Number Circled 
Question 8 Not Entered (Main Product or Service) 
Question 9 Variable 7 Number Circled 
Question 10a Variable 8 Number Circled 
Question 10b Variable 9 Number Circled 
Question 11 Variable 10 Coded: 1 = A & S 
Questions 12-17 
Question 18a 
Question 18b 
Question 18c 
Questions 19-22 
Questions 23-25 
Question 26a-l 
Question 27a-b 
Question 28a-d 
Question 29 
Question 30a-h 
Question 31 
Questions 32-33 
Question 34 a-j 
Question 35 
2 = Educ 
3 = SOM/SBA 
4 = F & NR 
5 =Engineering 
6 = Phys Ed. 
7 = Nursing/PH 
8 = Stockbr 
9 = Communica 
Number Circled 
First Hall Noted 
Second Hall Noted 
Last Year Noted 
Number Circled 
Not Recorded (Open-ended responses) 
Variables 24-35 Number Circled 
Variables 36-37 Number Circled 
Variables 38-41 Number Circled 
Variables 42 Number Circled 
Variables 43-50 Number Circled 
Variables 51 Number Circled 
Variables 52-53 Number Circled 
Variables 54-63 Number Circled 
Not Recorded (Open-ended responses) 
Variables 11-16 
Variable 17 
Variable 18 
Variable 19 
Variables 20-23 
Figure 3. Coding Plan 
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Residence halls (question 18) were also coded using the 
University's official 2-digit code assigned to each hall by the Housing 
Assignment Office. Several respondents noted halls which no longer 
exist on campus (Abigail Adams, Mills House [currently New Africa 
House], Hills House [currently the School of Education, Landscape 
Architecture, Mental Health Services and other academic 
departments], Plymouth House and Arnold House [currently the 
School of Nursing and other units]). 
All open-ended responses where read and after the data were 
entered, those with comments which reflected positive or negative 
statements regarding the influence of the R.A.s role on their life were 
set aside in appropriate collections for further review. In most cases, 
respondents reflected nostalgically on their lives at the University 
and typically noted highly positive recollections regarding their 
experiences. Most exceptions to this seemed to criticize what they 
described as an "excessive expenditure" for an attractive, printed 
survey instrument when a simple, duplicated document would have 
sufficed. 
Frequency tabulations were performed on all variables to 
provide preliminary results from which further data manipulation 
decisions could be made. A data generation and analysis plan was 
then formulated by which information could be obtained in order to 
respond to the research questions posed for this study. 
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The plan consisted of first verifying the dependant variables to 
be analyzed. As originally proposed, questions 19-22 were intended 
to serve as the basis for response to research question 1 (Will 
Resident Assistant alumni attribute their post-graduate choices 
(career, personal growth, etc.) to the R.A. role?). Questions 19 and 20 
ask for direct attribution of influences on current employment and 
personal growth respectively. Similarly, question 22 provides 
attributive information concerning academic performance. Question 
21 requires respondents to note the role to which they perceived 
their assigned residents identified them. 
Questions 23, 24, 25, and 35 offered open-ended opportunities 
for commentary which would support the quantitative responses 
noted by the R.A. alumni. These, complimented by the data would 
serve as basis for responses to research question 2 (Will Resident 
Assistant alumni as a group demonstrate high involvement with 
activities similar to those with which they were engaged as R.A.s: 
teaching, counseling, human services or related activities?) and 
question 3 (Will Resident Assistant alumni recall their R.A. 
experiences and be able to cite specific experiences which 
demonstrate how the role affects life choices?). 
In reviewing the research questions as well as the preliminary 
data, it appeared clear that a subset of the data would be of most use 
as a basis for analysis and discussion. Questions 17, and 19-22 were 
identified as the dependant variables for this study and it was 
decided that cross-tabulations would be performed with each of 
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these variables as well as with each of a set of co-variates. Co¬ 
variates selected for analysis include sex (q.l), residence hall (q. 18), 
year of employment (q. 18c), field of employment (q. 7), individual 
income (q. 10b) and educational satisfaction (q. 14). It was felt that 
these variables would provide satisfactory information by which 
responses to the appropriate research questions could be formulated. 
The structure for the data manipulation is provided in Figure 4. 
All statistical calculations and tests were performed on a 
Macintosh computer using the MacSS statistical system software. For 
each variable, a frequency table was developed which included 
categories of responses, frequencies for each category, percentages 
for each response, cumulative frequency and cumulative 
percentages. For each cross-tabulation, a Chi-Square test of 
significance was conducted with significance established at p < .05. 
Frequencies and cross-tabulations with significant results (with 2 
exceptions) are reported in Chapter IV. The remainder can be found 
in Appendix A. 
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Figure 4: Dependant Variables 
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Validity and_Reliability 
In general, the validity of this study is assured by the 
straightforward nature of the enterprise. This "face" validity can be 
challenged, however, by several limitations of the research 
enterprise including the missing addresses as well as the non- 
repondents. If these subsets of the total available subject pool 
represent anything other than a random cohort similar in every 
respect to the respondents, then the validity of this research effort 
would be suspect. 
It has been explained, however, that the missing addresses in 
the alumni data base are most likely a result of record-keeping 
deficiencies. There is no reason to believe that these 500 individuals 
"look" any different than those for whom addresses were available. 
The same can be said for those who elected not to respond to 
the survey. No evidence exists which suggests that the non- 
repondents represent anyone other than those who, for reasons of 
their own, preferred not to respond to the survey request. That this 
study provides valid data appears reasonable. 
The reliability of this study is also rooted in the simplicity of 
the instrument. Many of the questions simply record demographic or 
factual data and avoid inferential complications. The section of the 
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survey instrument which measures developmental influence is most 
subject to questions related to reliability . However, even this section 
contains questions which are reasonably easy to discern and avoid 
any obtuse interpretation. Statistical applications are limited to Chi- 
Square tests of significance because of the nature of the data 
(primarily nominal data). 
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CHAPTER IV 
DATA ANALYSIS, PRESENTATION, AND FINDINGS 
Introduction 
This chapter presents the study findings in six sections. The 
first section focuses on satisfaction with the R.A. experience. It 
provides a foundation upon which influences perceived by the 
respondents can be attributed to the R.A. role. The following three 
sections address the three major variables of this study: influence of 
the R.A. experience on employment, influence on personal growth 
and role perception. In each of these, the appropriate variable is 
presented and significant findings are offered and discussed. 
Research question 1 is discussed following the second section and the 
discussion of research question 3 follows the third section. 
The fifth section presents additional findings concerning 
influence on academic performance. The sixth section provides a 
discussion of research question 2 and draws from the data presented 
throughout the chapter. Several questionnaire items allowed for 
open-ended responses (6, 23, 24) or the opportunity to add 
comments (19-22). Analysis of these comments revealed no apparent 
trends. This is also the case among those who disregarded this option. 
No obvious trend was found among those who did not elect to record 
commentary. Nonetheless, those who provided comments offered 
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rich recollections of events, issues, individuals and systems which 
shaped their unique perspective on the R.A. experience. These 
comments are included in the various sections as appropriate. 
The format for the presentation of variables consists of a table 
of frequencies recorded for each variable, followed by the pertinent 
cross-tabulation. Each section is preceded by a brief presentation of 
the appropriateness of the variable and concludes with a discussion 
of the implications of the data to the research question. 
I. Satisfaction with Staff Experience 
Alumni were asked to rate their staff experience as very 
satisfying, somewhat satisfying, somewhat unsatisfying or very 
unsatisfying. It seemed likely that increased satisfaction with the 
role of Resident Assistant would correlate with increased influence 
on student development. Of the 341 useable responses received to 
this question, only one person indicated that they were very 
unsatisfied with their experience. Therefore, options 3 and 4 
(somewhat and very unsatisfying) were collapsed into a combined, 
Somewhat Unsatisfying, category. Table 1 presents the frequency 
table on satisfaction with staff experience while tables 2 through 8 
present cross-tabulations of satisfaction with staff experience with 
other variables 
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Table 1 
Satisfaction with Staff Experience 
Smallest Value= 1 
Largest Value= 3 
Category Frequency Percent Cum. Freq. Percent 
1 - Very Satisfying 171 50.15% 171 50.15% 
2 - Somewhat Satisfying 153 44.87% 324 95.01% 
3 - Somewhat Unsatisfying 17 4.99% 341 100.00% 
Essentially all the alumni reported that their R.A. experience 
was satisfying with half indicating that the experience was very 
satisfying and nearly half, satisfying. Very few reported that the 
experience was somewhat or very unsatisfying. 
72 
Cross-Tabulations 
Table 2 
Satisfaction and Influence on Career Choice 
Horizontal: Satisfaction with Staff Experience 
Vertical: Influence on Career Choice 
Very Somewhat Somewhat 
Satisfied Satisfied Unsatisfied 
1.00 2.00 3.00 
+- t- 
Considerably Influenced 1.00 13 3 0 16 
3.8% .9% .0% 4.7% 
Somewhat Influenced 2.00 48 20 3 71 
14.2% 5.9% .9% 21.0% 
Not Influenced 3.00 109 128 14 251 
32.2% 37.9% 4.1% 74.3% 
+- f 
170 151 17 338 
50.3% 44.7% 5.0% 100.0% 
X( 4, N = 338)= 19.661 p = .0009 
Significant results were obtained in a cross-tabulation of Staff 
Experience and Influence on Career Choice. About a third (61 of 170) 
of those who were very satisfied with their experience also said that 
their choice of career was influenced by their R.A. position. Only 15% 
(23 of 151) of those somewhat satisfied indicated that they were 
influenced in choice of career. Overwhelmingly, however, there 
appeared to be no relationship between satisfaction levels and 
influence on career choice: 74% (251 of 338) reported no 
relationship to career choice. 
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That some of those who found their experience to be highly 
satisfying would report having been influenced on their career 
pursuits is not surprising. It seems reasonable that those for whom 
the R.A. experience was highly satisfying might be more susceptible 
to influence with regard to their career pursuits, particularly towards 
career options which mirror the R.A. role. 
It is somewhat surprising that an even larger number of 
alumni did not report having their career pursuits influenced by the 
R.A. position. It is possible that many merely had their original 
career plans confirmed by the experience and that others were quite 
unaffected. In either case, respondents would select "not influenced" 
as their choice. Any future research of this nature must include an 
examination of the possibility that many individuals simply affirmed 
career interests through the R.A. experience. 
Table 3 
Satisfaction and Influence on Personal Growth 
Horizontal: Satisfaction with Staff Experience 
Vertical: Influence on Personal Growth 
Very Somewhat Somewhat 
Satisfied Satisfied Unsatisfied 
1.00 2.00 3.00 
Considerably Enhanced 1.00 
Somewhat Enhanced 2.00 
Not Affected 3.00 
170 152 16 338 
50.3% 45.0% 4.7% 100.0% 
76 24 1 101 
22.5% 7.1% .3% 29.9% 
85 104 8 197 
25.1% 30.8% 2.4% 58.3% 
9 24 7 40 
2.7% 7.1% 2.1% 11.8% 
X( 4, N = 338) = 52.389 p =0.0000 
The relationship between staff experience and influence on 
personal growth is also highly significant. Those reporting high 
satisfaction with the experience also report considerable influence on 
personal growth, while those alumni who report some satisfaction 
also report that their personal growth was somewhat enhanced. 
Nearly 60% of the respondents indicate that the R.A. job influenced 
their personal growth to some degree. 
Interestingly, a high majority (82%) of those reporting no 
influence on personal growth still found the experience to be very or 
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somewhat satisfying and more than half of those who found the 
experience unsatisfying still felt that their maturity was somehow 
influenced by the experience. This suggests that alumni could 
separate the degree of satisfaction (if any) derived from the role 
from its value to them in terms of personal growth. Even those who 
were dissatisfied recognized positive affects on their maturity. 
Table 4 
Satisfaction and Perceived RA Role 
Horizontal: Satisfaction with Staff Experience 
Vertical: RA Role 
Administrative 1.00 
Discipline Oriented 2.00 
Educational/Program 3.00 
Counseling 4.00 
Very Somewhat Somewhat 
Satisfied 
1.00 
Satisfied 
2.00 
Unsatisfied 
3.00 
35 32 5 
10.7% 9.8% 1.5% 
61 64 9 
18.6% 19.5% 2.7% 
3 4 2 
.9% 1.2% .6% 
64 48 1 
19.5% 14.6% .3% 
163 148 
*r 
17 
49.7% 45.1% 5.2% 
72 
22.0% 
134 
40.9% 
9 
2.7% 
113 
34.5% 
328 
100.0% 
X( 6, N = 328)= 12.565 p = .0500 
The survey instrument included 5 categories for the R.A. role: 
Administrative, Discipline-Oriented, Educational, Programmatic and 
Counseling-Oriented. Educational and Programmatic were grouped 
together because of the paucity of responses to these choices. 
Comments offered by the few who selected either of these choices 
suggested that most of these individuals interpreted them as 
essentially the same choice. This further supports the decision to 
combine them. 
Only 2 individuals reported perceiving their role as 
educational. Perhaps all other respondents appropriately recognized 
that all the choices were educational in nature and instead chose to 
select the role which more specifically described the behavioral 
manifestations of the day-to-day interaction with residents. 
Cross-tabulation of Satisfaction with Staff Experience to RA Role 
yielded barely significant results. Those with the highest reported 
satisfaction with the experience were equally split on having 
perceived the role as discipline-focused and counseling-focused 
(approximately 38% each). The distribution of those reporting some 
satisfaction with the experience differs only slightly. A slightly 
higher percentage (42%) indicate having seen the job as 
predominantly discipline-focused while fewer (32%) felt they were 
counseling-focused. For both groups 20% report perceiving their role 
as essentially administrative in nature. Almost all dissatisfied 
respondents defined their experience as administrative or 
disciplinary-focused. 
Despite the fact that Educational and Programmatic choices as 
perceived RA roles were collapsed into one category, very few R.A. 
alumni perceived these roles to be of priority. 
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Table 5 
Satisfaction and Influence on Academics 
Horizontal: Satisfaction with Staff Experience 
Vertical: Influence on Academics 
Very Somewhat Somewhat 
Satisfied Satisfied Unsatisfied $ 
1.00 2.00 3.00 
+- 
Enhanced 1.00 48 25 1 74 
14.1% 7.3% .3% 21.7% 
Hindered 2.00 5 13 2 20 
.5% 3.8% .6% 5.9% 
Did Not Affect 3.00 118 115 14 247 
34.6% 33.7% 4.1% 72.4% 
+- -4 
171 153 17 341 
50.1% 44.9% 5.0% 100.0% 
X( 4, N = 341) = 13.186 p = .0106 
Very few alumni selected either Greatly Enhanced or Greatly 
Hindered in response to question 22 (My work as a Counselor/R.A. 
_my academic performance.) Therefore these responses 
were collapsed into the Enhanced and Hindered choices, respectively. 
A greater percentage of the very satisfied R.A.’s (28%) than the 
satisfied R.A.'s (16%) reported that the experience enhanced their 
academic performance. Conversely, slightly fewer of those very 
satisfied (69%) were not affected at all academically than those who 
were somewhat satisfied (75%). Of those who were somewhat 
unsatisfied with the experience, 82% (14 of 17) were not affected 
academically. This group also reported the greatest percentage of 
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those who found that the experience hindered their academic 
performance (12%). 
Table 6 
Satisfaction and Sex 
Horizontal: Satisfaction with Staff Experience 
Vertical: Sex 
Very Somewhat Somewhat 
Satisfied Satisfied Unsatisfied 
1.00 2.00 3.00 
+- 
Male 1.00 70 67 5 142 
20.6% 19.8% 1.5% 41.9% 
Female 2.00 101 84 12 197 
29.8% 24.8% 3.5% 58.1% 
+- 4 
171 151 17 339 
50.4% 44.5% 5.0% 100.0% 
X( 2, N = 339) = 1.533 p = .4688 
Cross-tabulation of Staff Experience and Sex yielded 
insignificant results. My suspicions would have been otherwise. My 
experiences with Resident Assistants would lead me to predict a 
higher degree of satisfaction reported by women than by men, 
particularly for these older alumni. My assumption is based on the 
fact that nearly all these R.A.'s would have worked in single-sex 
environments with considerably greater nuisance behaviors existing 
in the male communities. 
I suspected that this would have resulted in somewhat less 
satisfaction from the male alumni. It seems that either the male 
experience is based on lower expectations which are more readily 
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met or exceeded by the experience or that a work load composed of 
greater behavioral interventions does not necessarily lead to 
dissatisfaction with the work. 
Table 7 
Satisfaction and Residence Area 
HorizontakSatisfaction with Staff Experience 
Vertical: Halls by Residence Area 
Very Somewhat Somewhat 
Satisfied Satisfied Unsatisfied 
1.00 2.00 3.00 
4- 
Central 1.00 58 50 3 111 
17.0% 14.7% .9% 32.6% 
Northeast 2.00 60 42 5 107 
17.6% 12.3% .5% 31.4% 
Southwest Towers 3.00 17 17 6 40 
5.0% 5.0% 1.8% 11.7% 
Southwest Lo-Rise 4.00 17 23 1 41 
5.0% 6.7% .3% 12.0% 
Orchard Hill 5.00 19 21 2 42 
5.6% 6.2% .6% 12.3% 
+- -4 
171 153 17 341 
50.1% 44.9% 5.0% 100.0% 
X( 8, N = 341)= 14.100 p = .0788 
Individual residence halls were grouped into the residential 
area where each hall is located. The Southwest halls were placed into 
two groups: Towers and Lo-Rise to reflect the distinct environmental 
differences between the facilities. No responses were received for the 
Sylvan Area. Nonetheless, Satisfaction with Staff Experience and 
Residence Halls did not yield significant results. This suggests that 
the environmental differences in each residential area did not 
substantially influence satisfaction with the experience. 
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This is of some interest since the daily support needs of 
residents in the different areas are perceived to be quite varied. 
Southwest Towers have historically been associated with greater 
disciplinary activity while the traditional halls in the Northeast and 
Central Areas are identified as quieter and engaged in more 
community-oriented activities. Apparently, R.A. alumni could find 
equally satisfying and dissatisfying contributions in any kind of 
facility. 
Table 8 
Satisfaction and Year 
Horizontal: Staff Experience 
Vertical: Year by Era 
Very Somewhat Somewhat 
Satisfied Satisfied Unsatisfied 
1.00 2.00 3.00 
+- 
1954-1964 1.00 37 15 0 52 
11.7% 4.7% .0% 16.4% 
1964-1968 2.00 7 9 4 20 
2.2% 2.8% 1.3% 6.3% 
1968-1972 3.00 98 94 10 202 
30.9% 29.7% 3.2% 63.7% 
1972-1974 4.00 19 22 2 43 
6.0% 6.9% .6% 13.6% 
+. 
161 140 16 317 
50.8% 44.2% 5.0% 100.0% 
X( 6, N = 317)= 20.804 p = .0024 
The data included responses from alumni who had served as 
R.A.’s in every year from 1954 -1974. For the sake of expediency, 
only the first year of employment was used to connote Year by Era. 
In order to effectively group these data, review of several documents 
which portrayed the University through these years was conducted. 
It revealed that virtually every year throughout that period was 
marked with some transitional highlight which could be used as 
delimiter in establishing "generations" for the respondents. 
The groupings which were established were: 
1954 - 1964: This group consisted of the post - war and pre - 
megaversity alumni. The University throughout this period enrolled 
approximately 6,000 students. Both the Southwest halls and the 
Orchard Hill halls were not as yet built, therefore this cohort 
provides data on only the three remaining areas. 
1964 - 1968: This group can be characterized as the first 
megaversity group. Both Southwest and Orchard Hill opened in 1964 
and the University’s enrollment jumped to 25,000 (19,000 
undergraduates). The Vietnam War was being fought but college 
deferments protected this population. Campus life had changed 
substantially from the previous generation and was characterized by 
the proliferation of special interest groups and the civil rights 
movement. The seeds of campus activism were sown in this period. 
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1968 - 1972: This group is identified as the activist/protest 
group. The challenge to the Vietnam War (particularly strong at the 
University) occured during these years culminating in the student 
strike of 1970. This period is seen as a unique generation 
characterized by growth in student involvement in environmental 
issues, "relevancy” in education and various political causes. 
1972-1974: This group is identified as the post - activist and 
pre - narcissist group. It is characterized by the end of Vietnam, the 
end of Nixon and the end of much of the student movements. This 
period is marked by the birth of the post-Vietnam period of 
narcissism. 
The fewest responses (20 or 6%) were received from the 1964- 
1968 era. This, despite the fact that the University had, by then, 
grown to near its maximum size. 52 responses were returned from 
the oldest alumni group representing 16% of the total returns. The 
highest return rate was from the 1968-1972 group with 202 or 63%. 
Finally, the youngest group, 1972-1974 yielded 43 responses 
representing 11% of the total. 
Several possible explanations for the low return rate for the 
1964-1968 group include the fact that this group had the highest 
rate of undeliverable mail. It seems that this population has 
relocated to a greater degree than the others, perhaps because they 
are more established than the other two, "newer" alumni, and more 
mobile than the one older group. 
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It is also possible that since one half of the R.A.'s at that time 
were employed in brand new facilities with the concomitant 
confusions associated with new halls, they simply could not report 
accurately on any recollection of unique influence of the experience. 
This possibility is plausible but unlikely. More likely is the fact that 
in addition to the postal problems for this group, they were also the 
alumni for whom the Office of Alumni Relations had the fewest 
addresses. It is unclear whether the poor records were due to the 
disinterest of this particular group in the University or the Alumni 
Offices' record keeping procedures through the first years of 
prominent growth. I suspect the latter. 
The paucity of responses from this group poses a particular 
dilemma. It is possible that a greater return from this group might 
alter the overall findings. This would be the case particularly if this 
group is in any way distinctive from the other groups. I have 
uncovered no evidence which would lead me to believe that some 
unique distinction exists which would confound these results. 
Nonetheless, some concern appears reasonable which suggests that 
further study of this population would be essential to any 
subsequent research. 
The data suggests that the oldest alumni report the highest 
percentage of very satisfied alumni (71%) and that this number 
drops to 35% in the peculiar 64-68 group. It rises substantially for 
the third group (49%) and drops back somewhat among the most 
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recent alumni (44%). Similarly, the 64-68 group provides the 
greatest percentage of dissatisfied respondents with 25%. 
The results of Satisfaction with Staff Experience by Field of 
Employment, Individual Income and Satisfaction with Education are 
insignificant. It appears that job choices and subsequent earning 
opportunities were not influenced by the extent to which alumni 
were satisfied with their R.A. experience. It is of some interest that 
the respondents can separate satisfaction/dissatisfaction with the 
staff experience from that of their academic experience. One might 
have assumed that any poor experience can negatively influence 
other overall recollections of major experiences. It is reassuring to 
note that alumni can differentiate between them. 
Discussion 
In general, R.A. alumni indicated that they were satisfied with 
the R.A. experience. That they were satisfied, however, had little 
bearing on their career choice or academic achievement. It did affect 
their personal growth with those more satisfied reporting greater 
influence on growth. Satisfaction seems not to have been 
substantially affected by role perception, gender, residential facility, 
or year. 
The data suggest that R.A.s expected to derive satisfaction from 
the experience. Although the nature of the experience was different 
for many R.A.’s, the data seem to indicate that R.A.s found the 
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position to be satisfying regardless of circumstance. This inherently 
positive perspective of the position appears to be a consistent trend 
among these alumni. 
II. The Influence of the RA Role on Career Choice 
This section corresponds to research question 1: Will Resident 
Assistant alumni attribute their post-graduate, career 
choices to the R.A. role? 
Alumni were asked to choose one of three statements which 
best described the influence of the Counselor/R.A. role on their 
current employment. The choices were that their work/profession 
was considerably influenced, somewhat influenced or not influenced 
by the residence hall staff position. In some cases, respondents 
dismissed their current employment as not representative of their 
"career" interest and chose to reflect on the most recent job which, in 
fact, was related to their career pursuit. In retrospect, respondents 
should have been directed to respond with regard to their original 
career intentions regardless of current employment. 
This variable is extremely important to this study. The basic 
premise of this research is founded upon an expectation that the role 
of the R.A. is so developmental^ challenging that the experience is 
likely to have substantial influence on career pursuits as well as 
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maturity. Table 9 provides frequencies for the question on influence 
of the R.A. role on current employment. Tables 10 through 13 
provide cross-tabulations. 
Table 9 
Influence on Employment 
Smallest Value= 1 
Largest Value= 3 
Category Frequency Percent Cum. Freq. Percent 
1. Considerably Influenced 16 4.61% 16 4.61% 
2. Somewhat Influenced 74 21.33% 90 25.94% 
3. Not Influenced 257 74.06% 347 100.00% 
A substantial majority (74%) report that the R.A. experience 
did not influence their choice of work or profession. This suggests 
several possibilities: (1) many had already chosen a non-education 
major field of interest and apparently were not pursuaded to change 
by their R.A. activities; (2) many had already intended to pursue a 
helping services or education-related career and were not dissuaded 
by the R.A. experience; or that (3) their subsequently-determined 
choice of career was simply not influenced by the R.A. experience. 
The nearly 25% who did attribute their career choice to the R.A. 
experience are of note. Were they simply those who were heading 
for some social service career whose choice was simply clarified by 
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the R.A. experience? Absent the R.A. experience, would they have 
migrated to altogether different career interests? The crosstabulation 
data informs but does not fully answer these questions. 
Cross-Tabulations 
Table 10 
Employment and Personal Growth 
Horizontal: Influence on Career Choice 
Vertical: Influence on Personal Growth 
Consid. Some Not 
1.00 2.00 3.00 
f- -4 
Considerably Influenced 1.00 13 37 51 101 
3.8% 10.7% 14.8% 29.3% 
Somewhat Influenced 2.00 3 36 164 203 
.9% 10.4% 47.5% 58.8% 
Not Influenced 3.00 0 1 40 41 
.0% .3% 11.6% 11.9% 
+- 4 
16 74 255 345 
4.6% 21.4% 73.9% 100.0% 
X( 4, N = 345) = 52.001 p =0.0000 
These highly significant results indicate that nearly all of those 
who report no influence on personal growth also report no influence 
on career choice. Yet of those who indicate no influence on job, the 
largest percentage (64%) report at least some influence on personal 
growth. 
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Nearly all of those who experienced considerable influence on 
job report considerable influence on personal growth. These results 
are not surprising and reinforce a likely expectation that the greater 
the influence on one domain of development, the greater the 
influence on another. It is clear from the frequency tabulations 
reprted earlier, however, that individuals are more likely to have 
been influenced personally than professionally. 
Table 11 
Employment and Academic_Performance 
Horizontal: Influence on Job 
Vertical: Influence on Academics 
Consid. Some Not 
1.00 2.00 3.00 
+- -+ 
Enhanced 1.00 4 26 46 76 
1.2% 7.5% 13.3% 21.9% 
Hindered 2.00 2 7 11 20 
.6% 2.0% 3.2% 5.8% 
Did Not Affect 3.00 10 41 200 251 
2.9% 11.8% 57.6% 72.3% 
+- .+ 
16 74 257 347 
4.6% 21.3% 74.1% 100.0% 
X( 4, N = 347) = 16.077 p = .0033 
Although the greatest number of respondents indicate no 
influence on career nor academic performance (58%), of those who 
report some influence on job, 38% say that the R.A. experience 
enhanced their academic pursuits. Surprisingly, fewer of those who 
report considerable influence on career choice report enhancement to 
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academic performance. Also surprising is the fact that 18% of those 
reporting no influence on job choice report enhancement to their 
academic performance. Very few report any hindrance to academic 
pursuits. 
This inconsistency suggests that there is not a strong positive 
influence between the two variables. 
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Table 12 
Employment and Field 
Horizontal: Influence on Career Choice 
Vertical: Field (of Career) 
Consid. Some Not 
1.00 2.00 3.00 
Agriculture 1.00 0 0 1 
.0% .0% .3% 
Arts 2.00 0 1 2 
.0% .3% .6% 
Business 3.00 2 7 57 
.6% 2.0% 16.6% 
Communications 4.00 0 2 8 
.0% .6% 2.3% 
Education 5.00 7 31 84 
2.0% 9.0% 24.5% 
Health/Medicine 6.00 2 7 34 
.6% 2.0% 9.9% 
Recreation 7.00 1 2 1 
.3% .6% .3% 
Science/Engineer. 8.00 0 2 34 
.0% .6% 9.9% 
Social Science 9.00 2 8 9 
.6% 2.3% 2.6% 
Other 10.00 2 12 25 
.6% 3.5% 7.3% 
+- 
16 72 255 
4.7% 21.0% 74.3% 
1 
.3% 
3 
.9% 
66 
19.2% 
10 
2.9% 
122 
35.6% 
43 
12.5% 
4 
1.2% 
36 
10.5% 
19 
5.5% 
39 
11.4% 
343 
100.0% 
X( 18, N = 343) = 32.627 p = .0185 
An equal percentage of alumni (44%) who were considerably 
and somewhat influenced on employment selected a career in 
Education (44%). 33% of those not influenced by the R.A. experience 
also went into Education. As might be expected, Education ranked as 
the highest selected profession with nearly 36% of all respondents. 
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However, 84 of the 122 alumni who are employed in education (69%) 
said that they were not influenced by the R.A. role. 
The data suggests some predisposition by R.A. candidates for 
helping service roles. The notion of influence can, unfortunately 
have alternative meanings. For some, influence may have been 
interpreted as reinforcing a predisposition. Others may have believed 
that influenced equalled changed. Those who are employed in 
education but attributed no influence to the R.A. role may be the 
group who had the greatest predetermined interest in education. 
They may parallel the predisposition of others not influenced, for 
example the 22% who selected Business and the 13% who selected 
careers in Science or Engineering. 
It appears that while some students certainly seek R.A. 
positions because of pre-established interest in that kind of 
experience, many others do so because of alternative reasons. 
Financial need, access to a position of authority, and preference over 
menial labor are other reasons cited by respondents (volunteered in 
the text of open-ended responses) for accepting an R.A. position. The 
data provide evidence which supports a contention that R.A.s 
probably constitute a cohort with more students interested in 
helping service roles than the general student population. It is not so 
homogeneous, however, as to discount potential influences on the 
various domains of growth including career choice. 
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It is unreasonable to assert any direct causal relationship 
between the R.A. experience and specific career choice based on 
these data. It is just as likely to conclude that an R.A. who reported 
being influenced might have chosen to abandon social service work, 
despite a positive R.A. experience, as it is to assume that any R.A. 
might have been steered to social service work as a result of the 
experience. Subsequent research might well be served by studying 
the existence of the influence of the R.A. position on career choice. 
That is, in what direction was the influence felt: towards or away 
from helping-related roles. 
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Table 13 
llinisldvmtatt and Income 
Horizontal: Influence on Job 
Vertical: Individual Income 
Consid. Some Not 
1.00 2.00 3.00 
$10,000 
+- 
-i- 
Less than 1.00 1 8 44 53 
$10,000 
.3% 2.5% 13.7% 16.5% 
to $14,999 2.00 1 4 10 15 
$15,000 
.3% 1.2% 3.1% 4.7% 
to $19,999 3.00 2 3 12 17 
$20,000 
.6% .9% 3.7% 5.3% 
to $24,999 4.00 4 5 12 21 
$25,000 
1.2% 1.6% 3.7% 6.5% 
to $29,999 5.00 1 11 33 45 
$30,000 
.3% 3.4% 10.2% 14.0% 
to $39,999 6.00 3 23 35 61 
$40,000 
.9% 7.1% 10.9% 18.9% 
to $49,999 7.00 1 3 31 35 
.3% .9% 9.6% 10.9% 
$50,000 to $59,999 8.00 1 7 25 33 
.3% 2.2% 7.8% 10.2% 
$60,000 to $79,999 9.00 0 2 15 17 
$80,000 
.0% .6% 4.7% 5.3% 
to $99,999 10.00 0 1 10 11 
.0% .3% 3.1% 3.4% 
$100,000 to $$125,000 11.00 1 0 2 3 
.3% .0% .6% .9% 
Over $125 ,000 12.00 0 0 11 11 
.0% .0% 3.4% 3.4% 
+- -+ 
15 67 240 322 
4.7% 20.8% 74.5% 100.0% 
X( 22, N = 322) = 43.722 P = 0042 
Of those whose employment was considerably or somewhat 
influenced by the R.A. job, 34% earn incomes which places them at 
the bottom third of the subjects (incomes up to $24,999). 61% are in 
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the middle third of the group ( $25,000 to $59,999) and the 
remainder, only 5%, earn incomes of greater than $60,000. 
A similar ratio, about 32% in the bottom third, is obtained for 
those whose employment was not influenced by the R.A. role. 
Slightly different results are observed at the middle and top thirds of 
the income distribution with results of 52% and 16% recorded 
respectively. It appears that a few more of the non-influenced group 
managed to move from middle income to high income positions. 
Additional cross-tabulations of Influence on Employment by 
R.A. Role, Sex, Year by Era, and Halls by Area yielded no significant 
results. No significant findings emerged in the cross-tabulation of 
Influence on Employment and Satisfaction with Education. 
Discussion 
Research Question 1. Will Resident Assistant alumni 
attribute their post-graduate, career choices to the R.A. 
role? 
In general, it does not appear that most post-graduate 
decisions were significantly, directly influenced by the Resident 
Assistant position. This finding is contradictory to the expected 
results. It had been expected that R.A. alumni would cite greater 
influence from their R.A. experience on their choice of profession. 
Even those who had pre-determined their careers in education or 
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related fields were expected to indicate that the position influenced 
them if only by reinforcing their career intentions. 
Despite these data-generated results, comments offered by 
many respondents suggest that while they may not directly attribute 
the selection of a field of employment to the R.A. role, they can 
identify values or principles learned on the R.A. job which influenced 
their choices and practices. Frequently in the various opportunities 
for commentary, respondents cited qualities such as respect, 
responsibility and self-confidence which were learned through the 
R.A. experience. 
The data indicates that considerable influence on personal 
growth correlates highly with influence on career choice. Yet those 
who were less or not at all influenced on personal growth indicate no 
influence on career choice. This is inconsistent with the fact that their 
comments indicate several elements of personal growth which did 
influence their career choices. I suspect that while alumni can cite 
perceived growth along personal dimensions, they cannot directly 
relate that growth to active decisions made throughout that process, 
such as choice of career. 
A number of alumni had gone into teaching immediately after 
graduation but subsequently stopped working or changed jobs 
because of various personal and family issues. In many of these 
cases, the respondents preferred to identify themselves with the 
96 
career choices intended after graduation and described their current 
jobs as necessary vocations not representative of their career paths. 
Women to an even greater degree (60%) elected helping- 
related careers than men (40%). However, the data indicated that 
neither gender was significantly influenced in their career choice by 
the R.A. position. The obvious question that must be addressed is: to 
what extent does the notion of pre-selection influence these 
findings? 
Although a substantial number of R.A.'s planned to pursue 
careers in educational fields, a nearly equal number planned post¬ 
graduate employment in business, science and many other fields. 
Most, however, seemed to find some element of the R.A. role, as cited 
in their comments, which would support their career pursuits 
regardless of their intended field. Despite the fact that R.A.'s from 
different eras reported quite different role perceptions, levels of 
satisfaction and degrees of influence on their personal growth, they 
consistently maintained that the role minimally influenced their 
post-graduate work choices. 
It is quite interesting that these findings appear stable 
regardless of the role perception they carried and their satisfaction 
with the position. One would expect that students who were 
predisposed to a counseling role but found themselves more often 
engaged in the role of disciplinarian would be discouraged from 
pursuing their pre-selected career choice. Nonetheless, regardless of 
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the role they found themselves in, the R..A. alumni maintained their 
career pursuits. Simply put, the answer to this question would have 
to be "no". Post graduate Resident Assistants did not attribute choice 
of employment to the R.A. role. 
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IIIt Influence of the RA Role on Personal Growth and 
Maturity 
The influence of the R.A. role on personal growth and maturity 
represents a significant variable for this study. Personal Growth as a 
concept is too broad to be directly applied to any specific domain of 
student development but is intended to serve as a foundational 
variable providing preliminary insight into the relationship between 
a challenging experience and its effects on human development in 
general. Table 14 provides frequencies for influence on personal 
growth and maturity. Tables 15 through 18 provide cross¬ 
tabulations. 
Table 14 
Influence on Personal Growth and Maturity 
Smallest Value= 1 
Largest Value= 3 
Category Frequency Percent Cum. Freq. Percent 
Considerably Enhanced 1.00 102 29.39% 102 29.39% 
Somewhat Enhanced 2.00 204 58.79% 306 88.18% 
Did Not Affect 3.00 41 11.82% 347 100.00% 
In complete contrast to the findings reported for the Influence 
on Employment variable, Influence on Personal Growth demonstrates 
a significant positive relationship between the R.A. experience and 
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perceived personal growth and maturity. Over 88% of the alumni 
report considerable or some enhancement to personal growth 
because of the R.A. role. 
Cross-Tabulations 
Table 15 
Personal Growth and Maturity and RA Role 
Horizontal: Influence on Personal Growth and Maturity 
Vertical: RA Role 
Cons. Enhance Somewhat No Effect 
1.00 2.00 3.00 
+- 4- 
Administrative 1.00 19 45 7 71 
5.7% 13.5% 2.1% 21.3% 
Discipline-Oriented 2.00 28 85 23 136 
8.4% 25.4% 6.9% 40.7% 
Educational/Program 3.00 4 5 2 11 
1.2% 1.5% 6% 3.3% 
Counseling-Oriented 4.00 46 62 8 116 
13.8% 18.6% 2.4% 34.7% 
+. f 
97 197 40 334 
29.0% 59.0% 12.0% 100.0% 
X( 6, N = 334) = 15.523 p = .0165 
Regardless of perceived influence on their personal growth, the 
R.A. alumni did not substantially regard their R.A. role as educational 
or programmatic. Those who were unaffected with regard to their 
personal growth and maturity perceived their role predominantly as 
disciplinary (57%), although many of those who considered their 
personal growth and maturity somewhat or considerably enhanced 
also described their role as disciplinary. Among those that reported 
some effect on personal growth and maturity, there were fewer who 
saw the job as disciplinary (43%). The group whose maturity is 
identified as very influenced reported the smallest percentage of 
those perceiving the role as discipline - focused (29%). 
Conversely, the opposite pattern is demonstrated for the 
counseling role with the uninfluenced reporting 20% identifying a 
counseling - focus, somewhat influenced registering 31% counseling 
and the highly influenced indicating 47% who perceived the role as 
predominantly counseling oriented. Some consistency in perception 
of the role as administrative - focused is observed with percentages 
ranging from 17% for the uninfluenced to 23% for the somewhat 
influenced to 20% for the highly influenced. 
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Table 16 
Personal Growth and Maturity and Academic Performance 
Horizontal: Influence on Personal Growth 
Vertical: Influence on Academics 
Cons. Enhance Somewhat No Effect 
1.00 2.00 3.00 
+- -+ 
Enhanced 1.00 37 39 1 77 
10.7% 11.2% .3% 22.2% 
Hindered 2.00 5 12 3 20 
1.4% 3.5% .9% 5.8% 
Did Not Affect 3.00 60 153 37 250 
17.3% 44.1% 10.7% 72.0% 
+- -+ 
102 204 41 347 
29.4% 58.8% 11.8% 100.0% 
X( 4, N = 347) = 22.109 p = .0004 
These variables demonstrate high significance when cross- 
tabulated. Almost all the alumni reporting no influence regarding 
their maturity also report no influence regarding their academic 
achievement. However, 17% of those reporting high influence on 
their maturity also indicate no effect on academic performance. 
Nonetheless, the greatest percentage of individuals reporting 
enhanced academic performance is found among those who also 
report high influence on their personal growth (36%). 
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Table 17 
Personal Growth and Maturity and Sex 
Horizontal: Influence on Personal Growth 
Vertical: Sex 
Cons. Enhance Somewhat No Effect 
1.00 2.00 3.00 
+- -+ 
Male 1.00 39 81 25 145 
11.3% 23.5% 7.2% 42.0% 
Female 2.00 62 122 16 200 
18.0% 35.4% 4.6% 58.0% 
+- -+ 
101 203 41 345 
29.3% 58.8% 11.9% 100.0% 
X( 2, N = 345) = 6.901 p = .0308 
Slightly fewer men (83%) than women (92%) indicated that 
they were influenced at all regarding their maturity. Conversely, 
slightly more men reported not being influenced with regard to 
their personal growth (17% and 8%, respectively). 
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Table 18 
Personal Growth and Maturity and Year 
Horizontal: Influence on Personal Growth and Maturity 
Vertical: Year by Era 
1954-1964 
1964-1968 
1968-1972 
1972-1974 
Cons. Enhance Somewhat No Effect 
1.00 
+- 
2.00 3.00 
-4 
1.00 15 29 10 54 
4.7% 9.0% 3.1% 16.8% 
2.00 3 9 8 20 
.9% 2.8% 2.5% 6.2% 
3.00 62 124 18 204 
19.3% 38.5% 5.6% 63.4% 
4.00 19 21 4 44 
5.9% 6.5% 1.2% 13.7% 
+- f 
99 183 40 322 
30.7% 56.8% 12.4% 100.0% 
X( 6, N = 322)= 22.157 p = .0015 
Consistent with earlier findings, the 64-68 group reports the 
smallest percentage of alumni who indicate that their maturity was 
influenced by the R.A. role (60%). 91% of both the 68-72 and 72-74 
cohorts indicate that they were influenced. 
Cross-tabulations of Influence on Personal Growth by Halls by 
Era, Field of Career, Individual Income and Satisfaction with 
Education provided no significant results. 
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Discussion 
The data from this section enables us to respond to the third 
research question: Will Resident Assistant alumni recall their 
R.A. experiences and be able to cite specific experiences 
which demonstrate how the role affects life choices? 
Emphatically, the general answer to this question is yes. The 
data regarding personal growth provides substantial evidence of the 
importance of this experience to these alumni. Those greatly 
influenced perceived a greater counseling contribution and also 
reported positive affects on academic achievement. Women were 
influenced positively more than men and the most recent graduates 
were more influenced then their predecessors. 
The personal comments which were provided following the 
personal growth question in the survey, offer the most persuasive 
evidence: 
"This was a position of leadership, although small, which allowed me 
to lead, correct mistakes, counsel, and discipline students in my 
corridor."; 
"First experience in a 'lead' role in my 'adult' life."; 
"I feel that my self-confidence, assertiveness, ability to deal with 
others owe a great deal to the experiences I had as a dorm counselor 
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- it helped me 'break out' of my shell, develop my objectivity & 
establish some truly great friends."; 
"ability to interact with others especially at times in an adversary 
capacity for ensuring compliance to regulations, ability to educate the 
public...and advisory capacity for establishing expertise in the field 
are based on experiences learned from being a dormitory counselor."; 
"the personal qualities required of/developed as an R.A. 
(responsibility, service, leadership, good organizational skills...) have 
served me well as I have pursued several careers."; 
"Increased my awareness of others & their problems and concerns."; 
"The R.A. experience taught me to trust my instincts, develop greater 
patience, and it taught me to 'listen' to the feelings of others, many of 
whom came from different backgrounds and who had different 
values than I had. It also helped me to develop self-confidence."; 
"At that point in my life it was probably the most responsibility I 
had ever assumed."; 
"Probably one of the key experiences of my undergraduate years-." 
These comments represent samples chosen from a population 
eager to cite the value of the role to their lives. Regardless of the 
reason for choosing the R.A. position, career pursuits or satisfaction 
with the role, these individuals insist that the experience - 
counseling others in distress, enforcing rules and regulations, 
organizing activities and events, providing administrative services 
and responding to various crisis - made them more aware of others 
and confident of their own abilities and talents. 
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While the evidence does not support direct linkages between 
the R.A. experience and specific behavioral choices, it does indicate 
that the experience significantly influenced their personal and 
interpersonal development. To the extent that enhanced maturity 
characterized by acceptance of differing perspectives, dedication to 
the well-being of others, and confidence in one's capabilities and 
judgement subsequently affects behavioral decisions in ways that 
cannot be clearly measured, the R.A. role appears to have 
contributed to the quality of life of these individuals. 
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IV. R.A. Role 
It seemed likely that the role with which the individual R.A. 
perceived him/herself to be identified might affect the influence 
attributed to the position. Those beleaguered by excessive 
disciplinary or administrative activity were expected to report lower 
perceived personal growth because of the less satisfying nature of 
that responsibility. Conversely, alumni who recall their experience as 
predominantly educational, programmatic or counseling oriented 
were expected to demonstrate greater influence in choice of career 
and personal growth due to the positive nature of these activities. 
Table 19 presents the frequency results on this question while tables 
20 through 22 present cross-tabulations with sex, year and residence 
hall. 
Table 19 
Frequency Table for RA Role 
Smallest Value = 1 
Largest Value = 4 
Category Frequency Percent Cum. Freq. Percent 
Administrative 1.00 73 21.66% 73 21.66% 
Discipline-Oriented 2.00 137 40.65% 210 62.31% 
Education/Programmatic 3.00 11 3.26% 221 65.58% 
Counseling-Oriented 4.00 116 34.42% 337 100.00% 
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As reported earlier. Educational and Programmatic choices 
were combined into a single choice. Most alumni recall their R.A. 
experience being either discipline-focused (41%) or counseling- 
focused (34%). Surprisingly, few report perceiving the role as having 
been educational or programmatic (3%). 
Cross-Tabulations 
Table 20 
RA Role and Sex 
Horizontal: RA Role 
Vertical: Sex 
Administrative Discipline Educ/Prog Counseling 
1.00 2.00 3.00 4.00 
+- -+ 
Male 1.00 28 83 4 29 144 
8.4% 24.8% 1.2% 8.7% 43.0% 
Female 2.00 45 53 7 86 191 
13.4% 15.8% 2.1% 25.7% 57.0% 
+- -+ 
73 136 11 115 335 
21.8% 40.6% 3.3% 34.3% 100.0% 
X( 3, N = 335) = 33.717 p =0.0000 
A much higher percentage of men (58%) reported their 
experience as being predominantly discipline-oriented than women 
(28%). Alternatively 45% of the women perceived their 
responsibilities as counseling while only 20% of the men indicated a 
similar role perception. 
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Table 21 
RA Role and Year 
Horizontal: RA Role 
Vertical: Year by Era 
Administrative Discipline Educ/Prog Counseling 
1.00 2.00 3.00 4.00 
+- 
1954-1964 1.00 14 26 1 14 55 
4.5% 8.3% .3% 4.5% 17.6% 
1964-1968 2.00 4 13 0 3 20 
1.3% 4.2% .0% 1.0% 6.4% 
1968-1972 3.00 37 80 4 75 196 
11.8% 25.6% 1.3% 24.0% 62.6% 
1972-1974 4.00 14 7 3 18 42 
4.5% 2.2% 1.0% 5.8% 13.4% 
+- -+ 
69 126 8 110 313 
22.0% 40.3% 2.6% 35.1% 100.0% 
X( 9, N = 313) = 22.505 p =  .0077 
The 64-68 group shows the highest percentage (65%) while the 
72-74 cohort had the smallest percentage (16%) of alumni who 
perceived their role as disciplinary - focused. The 72-74 group is also 
characterized by the highest scores in the administrative (33%) and 
counseling (43%) domains. 
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Table 22 
RA Role and Halls 
Horizontal: RA Role 
Vertical: Halls by Area 
Administrative Discipline Educ/Prog Counseling 
1.00 2.00 3.00 4.00 
+- 
Central 1.00 20 63 5 24 112 
5.9% 18.7% 1.5% 7.1% 33.2% 
Northeast 2.00 26 36 2 39 103 
7.7% 10.7% .6% 11.6% 30.6% 
Southwest Towers 3.00 10 16 2 13 41 
3.0% 4.7% .6% 3.9% 12.2% 
Southwest Lo-rise 4.00 5 12 0 23 40 
1.5% 3.6% .0% 6.8% 11.9% 
Orchard Hill 5.00 12 10 2 17 41 
3.6% 3.0% .6% 5.0% 12.2% 
+- -+ 
73 137 11 116 337 
21.7% 40.7% 3.3% 34.4% 100.0% 
X( 12, N = 337) = 31.202 p = .0022 
The alumni who resided in the Central Area of campus report 
the highest percentage of staff who perceived their role as 
predominantly discipline-focused (56%). Orchard Hill R.A.'s report the 
smallest discipline percentage (24%) with all other areas ranging 
from 30-39%. Surprisingly, the Southwest Towers staff results at 39% 
is at about the mean for these scores. 
The Southwest Lo-Rise scores indicate that this group 
perceived themselves as predominantly counselors to a substantially 
greater (57%) degree than did any other of the staffs (21-41%). They 
reported the lowest score on Administrative (12%) while Orchard Hill 
staff reported the highest percentage (29%) who identified 
themselves as administrative. 
No significant results emerged from the cross-tabulation of R.A. 
role and Influence on Academics. Insignificant results were also 
reported from the cross-tabulation of R.A. role and Field of Career, 
Individual Income and Satisfaction with Education. 
Discussion 
The data from this section offers no reason to reconsider the 
discussion offered at the end of the previous section. Variation in 
role perceptions are not clearly related to any characteristics of 
residence hall style or other distinction. That few students would 
identify themselves as programmers, educators or even counselors is 
surprising and, perhaps, disturbing. 
Earlier, in the review of the literature, I discussed the evolution 
of the R.A. role as assigned by administrators. I indicated that in the 
past half century, the assigned role evolved from that of proctor to 
paraprofessional developmentalist. This is hardly reflected by this 
data. It appears that R.A.'s carry a perception of their role which 
transcends the role expectation which may be related to them 
through the job descriptions, mission statements or training manuals 
which are provided. 
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I believe that these findings offer another fascinating arena for 
exploration. It is likely that an R.A. can simultaneously carry a role 
expectation of serving students' developmental needs through a role 
perception that appears administrative or controlling. In other 
words, while the objective for a contemporary R.A. may be to 
stimulate maturity and personal growth, the process for achieving 
that objective is perceived to be administrative rather than 
educational. 
These are interpretations that require further study. If 
accurate, administrators might choose to consider the implications of 
these findings. Is this a problem? Are R.A.'s less effective in serving 
as developmentalists because of this perspective? If so, are there 
strategies for enhancing the educative perspective of the role? 
V. Influence on Academic Performance 
One cannot simply assume that a positive R.A. experience, that 
is, one that is characterized by high measures of satisfaction with the 
experience or that yields strong influence on career development or 
personal growth, is necessarily likely to yield positive influence on 
academic performance. In fact, the excessive time demands of the 
role suggests that R.A.'s might, in fact, report that the position 
detracted from their academic pursuits. Astin (1977), however, 
suggests that the more involved student tends to be more successful 
academically. This being the case, the R.A., as one of the most 
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involved student of those in any role, is likely to report positive 
influence on academic performance. Table 23 presents frequencies 
for influence on academic performance. Tables 24 and 25 provide 
cross-tabulations with residence halls and satisfaction with 
education. 
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Table 23 
Influence on Academic Performance 
Smallest Value= 1 
Largest Value= 3 
Category Frequency Percent Cum. Freq. Percent 
Enhanced 1.00 77 22.00% 77 22.00% 
Hindered 2.00 20 5.71% 97 27.71% 
Did Not Affect 3.00 253 72.29% 350 100.00% 
The survey offered five choices for response: Greatly Enhanced, 
Enhanced, Greatly Hindered, Hindered and Did Not Affect. Only 6 
respondents chose Greatly Enhanced and no respondents chose 
Greatly Hindered. Therefore, the first two were collapsed into a 
single Enhanced category and the second two into a Hindered 
category. 
Most alumni (72%) indicate that the R.A. experience did not 
affect their academic performance. About one fifth did report a 
positive influence while only 6% indicated that the position hindered 
their academic performance. 
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Table 24 
Influence on Academic Performance and Halls 
Horizontal: Influence on Academics 
Vertical: Halls by Area 
Enhanced Hindered Did Not Affect 
1.00 2.00 3.00 
+- 
Central 1.00 21 8 87 116 
6.0% 2.3% 24.9% 33.1% 
Northeast 2.00 21 3 84 108 
6.0% .9% 24.0% 30.9% 
Southwest Towers 3.00 12 6 23 41 
3.4% 1.7% 6.6% 11.7% 
Southwest Lo-Rise 4.00 12 3 27 42 
3.4% .9% 7.7% 12.0% 
Orchard Hill 5.00 11 0 32 43 
3.1% .0% 9.1% 12.3% 
f- -+ 
77 20 253 350 
22.0% 5.7% 72.3% 100.0% 
X( 8, N = 350) = 15.864 p = .0440 
Both the Southwest Towers and Lo-Rise halls reported the 
greatest percentages of staff whose academic achievements were 
positively influenced by the role (29%). The Central and Northeast 
areas, consisting of the oldest and most traditional residence halls 
reported the lowest percentages (19%). The Southwest Towers, 
however, did also demonstrate the highest percentage of those whose 
academic achievements were hindered by the job (15%). 
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Table 25 
Influence on—Academic Performance and Satisfarfion with 
Education 
Horizontal: Influence on Academics 
Vertical: Satisfaction with Education 
Enhanced Hindered Did Not Affect 
1.00 2.00 3.00 
+- 
Extremely Satisfied 1.00 28 3 55 86 
8.0% .9% 15.8% 24.6% 
Very Satisfied 2.00 38 10 143 191 
10.9% 2.9% 41.0% 54.7% 
Somewhat Satisfied 3.00 6 6 49 61 
1.7% 1.7% 14.0% 17.5% 
Dissatisfied 4.00 4 1 6 11 
1.1% .3% 1.7% 3.2% 
+- -+ 
76 20 253 349 
21.8% 5.7% 72.5% 100.0% 
X( 6, N = 349) = 14.836 p = .0214 
Due to the paucity of responses, the three levels of 
dissatisfaction were collapsed into a single, Dissatisfied, category. Not 
surprising, of those whose academic pursuits were enhanced by the 
R.A. role, 87% indicated that they were extremely satisfied or 
satisfied with the quality of their education at the University. Of 
those reporting no effect on academic achievement, 78% indicate that 
they were extremely satisfied or satisfied, and of those who felt the 
experience hindered their academic growth, 65% felt that they were 
extremely satisfied or very satisfied by the education that they 
received at the University. 
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Cross-tabulations of Influence on Academics by Sex and Year 
by Era did not yield significant results. Insignificant results also 
emerged from the cross-tabulation of Influence on Academics by 
Field of Career and Individual Income. 
Discussion 
I admit to some surprise that the results I had predicted did 
not emerge. I'm further surprised that the data suggests that a 
substantial majority of respondents indicate that their academic 
performance was unaffected by the R.A. position. I would have 
predicted, as an alternative to my earlier suggestion that if alumni 
did not attribute positive influence, that they would certainly 
indicate negative influence. As has been discussed, the R.A. position 
is one of intense activity. If only because of the time demands of the 
position, I would have predicted a greater percentage of alumni who 
attributed some negative influence on academic performance. 
Perhaps the passage of time has muted the memory of the struggles 
of balancing the competing workloads of academics and the R.A. 
position. 
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yi. Discussion of Research Question 2 
Research Question 2: Will Resident Assistant alumni as a 
group demonstrate high involvement with activities similar 
to those with which they were engaged as R.A.’s: teaching, 
counseling, human services or related activities? 
The data suggest that a reasonably large number of R.A. alumni 
continued to engage in helping related roles. Representing the largest 
percentage, nearly 36% of all the alumni reported working in the 
field of Education. Those employed in the Health and Medicine fields 
represent an additional 13% and Communications and Recreation 
respondents provide 4% more of the total pool. In all, more than half 
of the alumni could be considered as employed in helping-related 
roles. 
Selected comments from those who reported little or no 
influence on their career choices include: 
"Self-confidence developed during my staff position must certainly 
be considered in my confidence to be self-employed"; 
"However, my constant interaction with the public and medical 
device manufacturers and education of the public carries over from 
the R.A. role"; 
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Dealing with other people as an R.A. was a positive experience - I 
knew I wanted to work with people"; 
"I feel that my counselor training gave me confidence in my own 
abilities and values and led me to choose these two years of public 
service rather than full-time employment"; 
"...the position itself certainly reinforced an awareness that anyone in 
a service position has to have and show a level of respect for anyone 
they wish to serve, The job also heightened my sense of 
responsibility to do a job well." 
Question 6 provided an opportunity for open-ended 
descriptions of the various roles which were intended to provide 
supportive data for this question. A review of these responses 
yielded an incredibly diverse array of helping roles including 
teaching, counseling, mental health, educational administration, 
guidance, library, youth services, day care, and the like. Examples 
include: 
"Administrative Assistant for an elementary school, grades 5 & 6: 
Responsibilities include student discipline, faculty meetings, and the 
day to day operations of the school"; 
"Elementary level reading consultant"; 
"Associate Director/Counselor special services for disadvantaged 
students program"; 
"High school science department head and teacher of science"; 
"Administrative Assistant for a crisis hotline"; 
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Although we can conclude that a substantial number of alumni 
have persisted in their participation in some helping-related role, we 
cannot attribute this persistence directly to the R.A. role. The 
findings suggest that some people were pre-disposed to this activity, 
obtained an R.A.'s position to practice it and pursued a career choice 
which enabled further participation in helping-services. However, 
the lack of an explicit causal relationship between the R.A. role and 
career choice prevents us from assuming that others who chose 
similar career tracks did do because of the influence of the R.A. role. 
Further research is necessary which might uncover positive 
relationships between personal growth, other developmental 
attributes and, subsequently, career choice which might explain the 
high numbers of alumni engaged in helping-related work. 
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CHAPTER V 
CONCLUSION 
The prospect of attributing decisions to any form of 
interventions is indeed challenging and complex. Student 
developmentalists have focused predominantly on categorizing the 
various domains of human growth unique to the college-aged 
population. As a result, assorted paradigms suitable for describing 
arenas of growth exists for the cognitive and psycho-social worlds of 
the college student. 
In most cases, however, our knowledge of the stages and 
structures of development has emerged from combining the 
exhaustive child developmental research with contemporary 
analysis of the perceived developmental levels of traditionally-aged 
college students. This is how they mature through childhood; this is 
how they are as college students, this is what they will be as fully 
functioning adults. The aims of college student development is to 
maximize the possibility of maturity in all possible dimensions 
through intentional exposure to appropriately challenging 
experiences, ideas and interventions. 
To what extent does intentional student development enhance 
maturity? Will efforts to stimulate growth along one dimension 
inhibit growth in any other? Are students likely to rise to their peak 
level of maturity despite the best wishes of developmental 
researchers and practitioners? Can we, through any form of 
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measurement, attribute behaviors in later life to influences designed 
and implemented in a brief encounter during the college years? 
These are complicated questions. Student developmentalists 
believe that the 18-24 year old period when students are in college 
is a particularly formative period during which individuals may 
move from adolescent to adult reasoning and relating skills. They 
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suggest that practitioners can assure and enhance this movement by 
providing exposure to challenges which will require the exercise of 
coping skills and assimilation of new knowledge and perspectives. 
Research efforts which have measured the immediate developmental 
effects on a specific domain of growth as stimulated by a specific 
experience applied to a specific cohort of students seems to support 
this contention (Baird, 1969; Feldman and Newcomb, 1976; Vac, 
1974). 
Can we conclude that intentional student development leads to 
lasting changes in students? Not without substantial investigation of 
the long-term effects of a program of challenges and supports. It was 
the intention of this study to provide an initial exploration of the 
long-term effects of a comprehensive developmental experience on 
student maturity as characterized by decisions made about career 
choice as well as the ability of alumni to recall influential experiences 
long after their collegiate years. 
The focus of this effort has been on the role of the Resident 
Assistant. The R.A. role epitomizes all that student development 
123 
researchers seek as representative of intentional developmental 
efforts. Judgement skills which require staff to compare and contrast 
situations, employ reasoning skills and engage in moral decisions are 
frequently required of R.A.s who are involved in disciplinary and 
personal safety matters. Interpersonal skills are essential for the 
mediation and consultation roles regularly performed. An allocentric 
perspective is required for empathetic response to the varied needs 
of their assigned charges. Sensitivity to the relationships between 
people and environments is important to a community where 20 to 
50 individuals reside in close proximity with limited facilities. It has 
been my belief that the R.A. cohort represents an ideal group for 
long-term assessment of the potential effects of intentional student 
development. 
Given the paucity of long-term research on college alumni, I 
elected to focus on a limited realm of assessment. Clearly, if 
developmental researchers have difficulty measuring growth on 
specific domains immediately after exposure to some intervention 
(Hanson, 1982), it is unlikely that, without substantial refinement to 
instruments and techniques, any useful measurement of growth on 
specific domains can be accomplished twenty years after graduation. 
It seemed reasonable to me that two broad themes, career choice and 
recollections of the influence of the R.A. role on personal growth, 
would be a satisfactory beginning for relating a developmental 
college experience to post-graduate life. 
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The literature chosen for this study included a comprehensive 
review of the field of Student Development which provided 
grounding in the concepts of human growth and development for 
traditionally-aged students in cognitive and affective dimensions. 
Further, literature which described the evolving roles and functions 
of and effects on the Resident Assistant provided a basis for relating 
this experience to the tenets of student development and enabled us 
to predict that alumni would be able to recall the developmental 
influences of the role. Additional material focusing on the limitations 
of survey research, the uncertainties of outcomes assessment and the 
limited efforts which have been invested in alumni studies have 
provided further context for the appropriateness, utility and 
importance of this study. 
Earlier, it was reported that a study by Utterback, Barbieri, Fox 
and Solinger (1990) discovered that veteran Resident Assistants did 
not appear to be more developed than new applicants based on 
application of an identity formation instrument. They suggested that 
developmental influences are extremely difficult to measure and that 
the developmental effects associated with the R.A. role may be 
longitudinal and not evident for several years. 
Their findings in measuring the effects of the R.A. role over a 
brief period of time are similar to my findings of the long-term 
effects. I believe that developmental research has not quite 
uncovered a methodology for determining developmental growth as 
attributed to any particular intervention. Researchers continue to 
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struggle with the delineation of human growth into measurable units 
of discernable characteristics. Of significant concern recently is the 
relationship of cultural distinctions upon the developmental patterns 
of distinct populations: women, African-Americans, gay students and 
other ethnic minorities. It is not surprising that available 
instrumentation may be deficient in its ability to reliably measure 
maturity given the complexity of the enterprise. 
Further, I believe that lasting effects aie derived from the R.A. 
role which may have been embedded at the time of the experience 
but are more readily recalled and recounted when considered in light 
of subsequent experiences and encounters. In recounting the many 
and varied experiences noted by the subjects of this study, their 
commentary frequently noted a subsequent activity for which the 
R.A. role served as a solid foundation. While the statistical data may 
not adequately support a direct line relationship between the R.A. 
experience and selected life choices, the commentaries taken 
together suggested that the role contributes to the paths chosen. 
With the development of better paradigms of development and 
instruments which reliably measure that growth may come 
conclusive evidence of this relationship. 
What conclusions can I make about my own findings? This 
study shows that students appear to have migrated to the Residents 
Assistant role for various reasons. Many, apparently one-half, in fact, 
chose to pursue educationally-related careers and reported that they 
perceived this role as appropriate grounding for their future 
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vocational interests. Another half, however sought this role for other 
reasons including financial, authoritarian and altruistic reasons. 
These findings are consistent with the literature which delineated 
students rationale for pursuing this role into similar career categories 
(Yarborough and Cooper, 1963; Aceto, 1962). 
Further, the results reveal that a small subset of the R.As were 
influenced to alter their career interests as a result of the experience 
but that most were not. Regardless of influence on career decisions, 
most reported having been affected personally by the experience. 
This information is of most interest and worthy of further 
investigation. Is it that career choice does not serve well as measure 
of developmental growth (which would be contrary to Chickering's 
assertion) or that the R.A. experience simply has no influence in that 
particular domain? Since personal influences are clearly observed, 
what would serve as a more effective measure of maturity? Other 
affective domains? Specific behaviors? 
I admit to some surprise that factors such as type of residential 
environment, satisfaction with the perceived quality of their 
education, role perception and satisfaction with their experience did 
not emerge as significant contributors to the outcomes. One 
explanation may be that the nature of the service to others enables 
Resident Assistants to overcome the distractions and delimiters in 
place and focus on the quality of their efforts in support of their 
constituencies. It is also possible that, as suggested above, the R.A. 
role may simply not be a developmental "challenger with regard to 
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these domains. Further investigation into the ways in which these 
concerns are addressed by staff is required. Perhaps we might learn 
other ways by which potentially limiting influences are overcome in 
light of a more important agenda. 
The issue of era poses other problems. It is possible that 
alternative categorization of the years might have surfaced different 
results. Regardless, results for the 1964-68 years suggest that 
further review of that period may be useful. The literature identifies 
that period as transitionary between the traditional 'proctor' focused 
role of the R.A. and the contemporary counselor/mediator. Perhaps 
the transitionary expectations more negatively influenced those who 
expected one kind of experience but found themselves in something 
quite different from their expectations. 
In general, I remain convinced that the Resident Assistant role 
is one of the most important on a college campus. As this research 
effort demonstrates, those who serve in it almost unanimously 
endorse it as important in their overall personal development. I 
further am convinced that intentional student developmental efforts 
are essential. My conviction, however, is only partially supported by 
the results of this study, specifically by the data on personal 
development and the related commentary. 
Clearly, further effort is necessary to uncover dimensions of 
growth and instruments for measuring these dimensions so that 
outcomes which can be attributed to these developmental efforts can 
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be cited, validated and supported. As indicated in the outcomes 
literature, public accountability demands as much as does the field of 
Student Development if it is to achieve the stature of a respected 
academic discipline. 
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APPENDIX A 
RESIDENT ASSISTANT/COUNSELOR SURVEY INSTRUMENT 
GENERAL INFORMATION 
1. Please Circle: 
1. male 
2. female 
2. Please circle your ethnic background: 
1. American Indian/Alaskan native, 
2. Asian or Pacific Islander 
3. Black 
4. Cape Verdean 
5. Hispanic 
6. White/Non-Hispanic 
7. other 
3. Please circle your current marital status: 
1. Married 
2. Never Married 
3. Divorced 
4. Separated 
5. Widowed 
4. How many children do you have ?_ 
5. Which of the following best describes your current employment status? 
1. Employed full time (35+ hours per week) 
2. Employed part time (less than 35 hours per week) 
3. Self-employed 
4. Unemployed 
5. Retired 
6. Homemaker 
7. Student 
8. Other (specify)_ 
6. What is the title of your current job (or last job if not employed at this time) ? PLEASE 
BE SPECIFIC: e.g., "elementary school teacher" NOT "teaching." 
7. Which of the following best describes the field of this position? 
1. Agriculture 6. Health/Medicine 
2. Arts 7. Recreation 
3. Business 8. Science/Engineering 
4. Communications 9. Social Science 
5. Education 10. Other (specify)_ 
8. What is the main product or service that the firm or agency you work for produces or 
provides? PLEASE BE SPECIFIC: e.g., "distributor of steel to steel fabricators," NOT 
"steel industry." 
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9. How satisfied are you with your current job/career? 
1. Very satisfied 3. Somewhat dissatisfied 
2. Somewhat satisfied 4. Very dissatisfied 
10. Approximately how much was your total family income (before taxes) from all sources 
in 1989? And, how much was your own individual income from all sources in 1989? 
YOUR TOTAL 
FAMILY 
INCOME 
YOUR OWN 
INDIVIDUAL 
INCOME INCOME BEFORE TAXES 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
less than $10,000 (or no income) 
$10,000 to $14,999 
$15,000 to $19,999 
$20,000 to $24,999 
$25,000 to $29,999 
$30,000 to $39,999 
$40,000 to $49,999 
$50,000 to $59,999 
$60,000 to $69,999 
$70,000 to $79,999 
$100,000 to $125,000 
Over $125,000 
GRADUATION AND BEYOND 
11. What was your major field of undergraduate study (e.g. chemistry, classics, business 
administration) when you graduated from this University? 
12. Was this University your first choice of an undergraduate institution? 
1. Yes 2. No 
13. If you had the opportunity to select an undergraduate institution again, would you 
choose this University? 
1. Yes 2. No 
If no, please select the reason that best describes why: 
1. Prefer a smaller school 
2. Prefer a different geographic location 
3. Prefer a private school 
4. Prefer a more specialized program of study 
5. Not applicable 
6. Other, please specify___ 
14. On the whole, how satisfied are you with the education you received at the University 
of Mass? 
1. Extremely satisfied 4. Somewhat dissatisfied 
2. Very satisfied 5. Very dissatisfied 
3. Somewhat satisfied 6. Extremely dissatisfied 
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15. How would you rate your undergraduate education in terms of preparing you for your 
current position? 
1. Very good 3. Poor 
2. Good 4. Very poor 
16. How would you rate your undergraduate education at this University in terms of 
preparing you for further education? 
1. Very good 3. Poor 
2. Good 4. Very poor 
RESIDENT ASSISTANT/COUNSELOR ROLE 
17. Overall, how would you rate your staff experience? 
1. Very satisfying 3. Somewhat unsatisfying 
2. Somewhat satisfying 4. Very unsatisfying 
18. In what hall(s) or house(s) and in what years were you a counselor/R.A.? 
House or Hall_Year_ 
19. Please circle the statement which best describes the influence of the Counselor/R.A. 
role on your current employment 
1. My choice of work/profession was considerably influenced by my residence hall 
staff position. 
2. My choice of work/profession was somewhat influenced by my residence hall 
staff position. 
3. My choice of work/profession was not influenced by my residence hall staff 
position. 
Comments_ 
20. Please circle the statement which best describes the impact of the Counselor/R.A. role 
on your personal growth 
1. My personal growth and maturity were considerably enhanced by my 
counselor/R.A. position. 
2. My personal growth and maturity were somewhat enhanced by my 
counselor/R.A. position. 
3. My personal growth and maturity were not affected by my counselor/R.A. 
position. 
Comments_ 
21. In "my day" students perceived the Counselor/R.A. role as predominantly (circle single 
most appropriate choice): 
1. administrative 
2. discipline oriented 
3. educational 
4. programmatic 
5. counseling 
Comments___ 
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22. My work as a Counselor/R.A. (circle one): 
1. Greatly enhanced my academic performance 
2. enhanced my academic performance 
3. greatly hindered my academic performance 
4. hindered my academic performance 
5. did not affect my academic performance 
Comments_ 
23. The best thing I remember about serving as a Counselor/R.A. was: 
24. The worst thing I remember about serving as a Counselor/R.A. was: 
25. The elements of the training which I received as a Counselor/R.A. which best served 
me beyond graduation were (please list): 
INTELLECTUAL AND POLITICAL ACTIVITIES 
26. The following is a list of various news and entertainment publications that you may or 
may not follow on a regular basis. For each item on the list, please indicate about how 
often you read the item in question. 
Regularly Often Seldom Never 
a) Major national newspapers (N.Y. 4 3 2 1 
Times, Wall Street Journal, etc.) 
b) Weekly newsmagazines (Time, News- 4 
week, US News and World Report) 
c) Magazines of science (Scientific 4 
American, Science, Omni, etc.) 
d) Literary magazines (Harper’s, Atlan- 4 
tic, Antioch Review, New York 
Review of Books, etc.) 
e) Political magazines (Nation, New 4 
Republic, National Review, etc.) 
f) Sports magazines (Sports Illustrated, 4 
Sport, etc.) 
g) "Women's entertainment magazines" 4 
(Savvy, Ladies Home Journal, 
Woman's Day, etc.) 
h) "Men,s entertainment magazines" 4 
(Esquire, Gentlemen's Quarterly, etc.) 
3 
3 
3 
3 
3 
3 
3 
2 1 
2 1 
2 1 
2 1 
2 1 
2 1 
2 1 
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i) "Sexually oriented magazines" (Play- 4 3 2 1 
boy, Penthouse, Playgirl, etc.) 
j) Scholarly journals in your field 4 3 2 1 
k) "Personality" or "profile" magazines 4 3 2 1 
(People, Us, etc.) 
l) Financial and business magazines 4 3 2 1 
(Business Week, Money, Consumer 
Reports, etc.) 
27. About how many books would you say you have read in th past year? 
Academic or Professional Pleasure 
0. none 0. none 
1. one or two 1. one or two 
2. two - five 2. two - five 
3. six - ten 3. six - ten 
4. ten - twenty 4. ten - twenty 
5. more than twenty 5. more than twenty 
28. On the whole, how interested would you say you are in each of the following political 
arenas? 
Not 
Very Somewhat A Little Interested 
Interested Interested Interested At all 
International Affairs 
National Politics 
Your State politics 
Your local politics 
4 
4 
3 
3 
3 
3 
2 
2 
2 
2 
1 
1 
1 
1 
29. Generally speaking, how do you usually identify yourself? 
0. Strong Democrat 
1. Not very strong Democrat 
2. Independent, close to Democrat 
3. Independent 
4. Independent, close to Republican 
5. Not very strong Republican 
6. Strong Republican 
7. Other 
30. How active are you in the political life of your community and State? Please indicate 
below the activities you have and have not participated in. 
YES NO 
1. 0. Am currently a registered voter 
1. 0. Have contributed money in the last year to a candidate or party 
1. 0. Have written to a public official expressing my views on some issue 
1. 0. Have run for public office 
1. 0. Have talked to my state legislator 
1. 0. Have talked to my congressional representative or senator 
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1. 
1. 
0. Havi , 
loc 3.1 government 
committees 
. 
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. 
31. Where would you place yourself among the descriptions listed below? 
1. Extremely liberal 5. Slightly conservative 
2. Liberal 6. Conservative 
3. Slightly liberal 7. Extremely conservative 
4. Moderate, middle of the road 
32. Have you heard much about the University lately? 
1. Yes 2. No 
33. Have the things you have heard lately about the University made you feel more positive 
about it, more negative , or not changed the way you feel? 
1. More positive 3. More negative 
2. no difference 4. Not sure 
34. Some publicity has been given in the media to various problems on the Amherst 
campus. In your view, how serious are each of the problems listed below? 
Vandalism of Univ. facilities 
Very 
3 
Somewhat 
2 
Not 
Serious 
1 
Don't 
Know 
0 
Alcohol abuse 3 2 1 0 
Drug abuse 3 2 1 0 
Racism 3 2 1 0 
Anti-semitism 3 2 1 0 
Homophobia 3 2 1 0 
Rowdy and inappropriate 3 2 1 0 
behavior 
Deterioration of physical 3 2 1 0 
Environment 
Unstable University 3 2 1 0 
administration 
35. If you wish, include here any further comments you desire to make concerning: 
University of Mass, at Amherst: 
Your Counselor/R.A. position: 
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APPENDIX B 
COMPLETE CROSS-TABULATION RESULTS 
File: datal size: 350 * 66 MISS= -9999.00 
Include all cases 
FREQUENCY TABLE 
Variable: Staff Experience 
Smallest Value= 1.00000 
Largest Value= 3.00000 
Category Frequency Percent Cum. Freq. Percent 
1.00<= - < 2.00 171 50.15% 171 50.15% 
2.00<= - < 3.00 153 44.87% 324 95.01% 
3.00<= - < 4.00 17 4.99% 341 100.00% 
File: datal size: 350 * 66 MISS= -9999.00 
Include all cases 
Horizontal: variable Staff Experience 
Vertical: variable Influence on Career Choice 
1.00 2.00 3.00 
+- -+ 
1.001 13 3 01 16 
1 3.8% .9% .0%l 4.7% 
2.001 48 20 31 71 
1 14.2% 5.9% .9%l 21.0% 
3.001 109 128 141 251 
1 32.2% 37.9% 4.1 %l 74.3% 
+- -+ 
170 151 17 338 
50.3% 44.7% 5.0% 100.0% 
X( 4, N = 338) = 19.661 p = .0009 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Staff Experience 
Vertical: variable Influence on Personal Growth 
1.00 2.00 3.00 
+-+ 
1.001 76 24 II 101 
I 22.5% 7.1% .3%l 29.9% 
2.001 85 104 81 197 
I 25.1% 30.8% 2.4%l 58.3% 
3.001 9 24 71 40 
I 2.7% 7.1% 2.1%l 11.8% 
+-+ 
170 152 16 338 
50.3% 45.0% 4.7% 100.0% 
X( 4, N = 338) = 52.389 p =0.0000 
File: datal size: 350 * 66 MISS= -9999.00 
Include all cases 
Horizontal: variable Staff Experience 
Vertical: variable RA Role 
1.00 2.00 3.00 
+- + 
1.001 35 32 5 1 72 
I 10.7% 9.8% 1.5% I 22.0% 
2.001 61 64 9 I 134 
I 18.6% 19.5% 2.7% I 40.9% 
3.001 3 4 2 19 
I .9% 1.2% .6% I 2.7% 
4.001 64 48 II 113 
I 19.5% 14.6% .3% I 34.5% 
+---+ 
163 148 17 328 
49.7% 45.1% 5.2% 100.0% 
X( 6, N = 328) = 12.565 p = .0500 
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size: 350 * 66 MISS= -9999.00 File: datal 
Include all cases 
Horizontal: variable Staff Experience 
Vertical: variable Influence on Academics 
1.00 2.00 3.00 
+- 
—+ 
1.001 48 25 11 74 
1 14.1% 7.3% .3%l 21.7% 
2.001 5 13 21 20 
1 .5% 3.8% .6%l 5.9% 
3.001 118 115 141 247 
1 1 34.6% 33.7% 4.1 %l 72.4% 
+. -+ 
171 153 17 341 
50.1% 44.9% 5.0% 100.0% 
X( 4, N = 341) = 13.186 p = .0 
File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Staff Experience 
Vertical: variable Sex 
1.00 2.00 3.00 
+- 
-+ 
1.001 70 67 51 142 
1 20.6% 19.8% 1.5%l 41.9% 
2.001 101 84 121 197 
1 29.8% 24.8% 3.5%l 58.1% 
+- 
-+ 
171 151 17 339 
50.4% 44.5% 5.0% 100.0% 
X( 2, N = 339) = 1.533 p = .4688 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Staff Experience 
Vertical: variable Halls by Era 
1.00 2.00 3.00 
+. —+ 
1.001 58 50 31 111 
1 17.0% 14.7% .9%l 32.6% 
2.001 60 42 51 107 
1 17.6% 12.3% .5%l 31.4% 
3.001 17 17 61 40 
1 5.0% 5.0% 1.8%l 11.7% 
4.001 17 23 11 41 
1 5.0% 6.7% .3%l 12.0% 
5.001 19 21 21 42 
1 5.6% 6.2% .6%l 12.3% 
+- 
—+ 
171 153 17 341 
50.1% 44.9% 5.0% 100.0% 
X( 8, N = 341) = 14.100 p = .0788 
File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Staff Experience 
Vertical: variable Year by Period 
1.00 2.00 3.00 
+- 
-+ 
1.001 37 15 01 52 
1 11.7% 4.7% .0%l 16.4% 
2.001 7 9 41 20 
1 2.2% 2.8% 1.3%l 6.3% 
3.001 98 94 101 202 
1 30.9% 29.7% 3.2%l 63.7% 
4.001 19 22 21 43 
1 6.0% 6.9% .6%l 13.6% 
+-. --+ 
161 140 16 317 
50.8% 44.2% 5.0% 100.0% 
X( 6, N = 317) = 20.804 P = 
142 
File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Staff Experience 
Vertical: variable Field of Employment 
1.00 2.00 3.00 
+- 
—+ 
1.001 1 0 01 1 
1 .3% .0% .0%l .3% 
2.001 2 1 01 3 
1 .6% .3% .0%l . 9% 
3.001 29 33 41 66 
1 8.6% 9.8% 1.2%l 19.6% 
4.001 6 4 01 10 
1 1.8% 1.2% .0%l 3.0% 
5.001 66 47 71 120 
1 19.6% 13.9% 2.1 %l 35.6% 
6.001 19 21 21 42 
1 5.6% 6.2% .6%l 12.5% 
7.001 1 2 01 3 
1 .3% .6% .0%l .9% 
8.001 17 16 21 35 
1 5.0% 4.7% .6%l 10.4% 
9.001 11 8 01 19 
1 3.3% 2.4% .0%l 5.6% 
10.001 18 18 21 38 
1 5.3% 5.3% .6%l 11.3% 
+- 
—+ 
170 150 17 337 
50.4% 44.5% 5.0% 100.0% 
X( 18, N = 337) = 7.229 xi
 II VO
 
C
O
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Staff Experience 
Vertical: variable Individual Income 
1.00 2.00 3.00 
-1 - 
-+ 
1.001 24 24 61 54 
1 7.5% 7.5% 1.9%l 17.0% 
2.001 11 4 01 15 
1 3.5% 1.3% .0%l 4.7% 
3.001 5 10 21 17 
1 1.6% 3.1% .6%l 5.3% 
4.001 13 8 01 21 
1 4.1% 2.5% .0%l 6.6% 
5.001 26 17 21 45 
1 8.2% 5.3% .6%l 14.2% 
6.001 26 30 21 58 
1 8.2% 9.4% .6%l 18.2% 
7.001 14 20 11 35 
1 4.4% 6.3% .3%l 11.0% 
8.001 19 11 31 33 
1 6.0% 3.5% .9%l 10.4% 
9.001 7 9 01 16 
1 2.2% 2.8% .0%l 5.0% 
10.001 5 5 11 11 
1 1.6% 1.6% .3%l 3.5% 
11.001 2 0 01 2 
1 .6% .0% .0%l .6% 
12.001 6 5 01 11 
1 1.9% 1.6% .0%l 3.5% 
+— —+ 
158 143 17 318 
49.7% 45.0% 5.3% 100.0% 
X( 22, N = 318) = 24.026 p = .3457 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Staff Experience 
Vertical: variable Educational Satisfaction 
1.00 2.00 3.00 
■+-1- 
1.001 49 30 51 84 
I 14.4% 8.8% 1.5%l 24.7% 
2.001 98 82 61 186 
I 28.8% 24.1% 1.8%l 54.7% 
3.001 20 34 51 59 
I 5.9% 10.0% 1.5%l 17.4% 
4.001 4 6 II 11 
I 1.2% 1.8% ,3%l 3.2% 
■+-h 
171 152 17 340 
50.3% 44.7% 5.0% 100.0% 
X( 6, N = 340) = 11.962 p = .0623 
File: datal size: 350 * 66 MISS= -9999.00 
Include all cases 
FREQUENCY TABLE 
Variable: Inf on Career Choice 
Smallest Value= 1.00000 
Largest Value= 3.00000 
Category Frequency Percent Cum. Freq. Percent 
1.00<=-< 2.00 16 4.61% 16 4.61% 
2.00<= - < 3.00 74 21.33% 90 25.94% 
3.00<= - < 4.00 257 74.06% 347 100.00% 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Influence on Career Choice 
Vertical: variable Influence on Personal Growth 
1.00 2.00 3.00 
-i-h 
1.001 13 37 51 I 101 
I 3.8% 10.7% 14.8% I 29.3% 
2.001 3 36 164 I 203 
I .9% 10.4% 47.5% I 58.8% 
3.001 0 1 401 41 
I .0% .3% 11.6% I 11.9% 
+--+ 
16 74 255 345 
4.6% 21.4% 73.9% 100.0% 
X( 4, N = 345) = 52.001 p =0.0000 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Influence on Career Choice 
Vertical: variable RA Role 
1.00 2.00 3.00 
+- —+ 
1.001 1 17 54 1 72 
1 .3% 5.1% 16.2% 1 21.6% 
2.001 6 23 108 1 137 
1 1.8% 6.9% 32.3% 1 41.0% 
3.001 0 2 1 1 3 
1 .0% .6% .3% 1 .9% 
4.001 0 2 6 1 8 
1 .0% .6% 1.8% 1 2.4% 
5.001 8 29 77 1 114 
1 2.4% 8.7% 23.1% 1 34.1% 
+- -+ 
15 73 246 334 
4.5% 21.9% 73.7% 100.0% 
X( 8, N = 334) = 10.592 p = .225: 
1.00 2.00 3.00 
+. -+ 
1.001 1 17 54 1 72 
1 .3% 5.1% 16.2% 1 21.6% 
2.001 6 23 108 1 137 
1 1.8% 6.9% 32.3% 1 41.0% 
3.001 0 4 7 1 11 
1 .0% 1.2% 2.1% 1 3.3% 
4.001 8 29 77 1 114 
1 2.4% 8.7% 23.1% 1 34.1% 
+- -+ 
15 73 246 334 
4.5% 21.9% 73.7% 100.0% 
X( 6, N = 334) = 8.345 p = .2130 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Influence on Career Choice 
Vertical: variable Influence on Academics 
1.00 2.00 3.00 
+- —+ 
1.001 4 26 46 1 76 
1 1.2% 7.5% 13.3% 1 21.9% 
2.001 2 7 11 1 20 
1 .6% 2.0% 3.2% 1 5.8% 
3.001 10 41 200 1 251 
1 2.9% 11.8% 57.6% 1 72.3% 
+- —+ 
16 74 257 347 
4.6% 21.3% 74.1% 100.0% 
X( 4, N = 347) = 16.077 P = 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Inf on Career Choice 
Vertical: variable Sex 
1.00 2.00 3.00 
+-+ 
1.001 6 32 107 I 145 
I 1.7% 9.3% 31.0% I 42.0% 
2.001 10 42 148 I 200 
I 2.9% 12.2% 42.9% I 58.0% 
+- + 
16 74 255 345 
4.6% 21.4% 73.9% 100.0% 
X( 2, N = 345) = .180 p = .9069 
File: datal size: 350 * 66 MISS= -9999.00 
Include all cases 
Horizontal: variable Inf on Career Choice 
Vertical: variable Year by Era 
1.00 2.00 3.00 
+ -+ 
1.001 1 11 42 1 54 
I .3% 3.4% 13.0% I 16.8% 
2.001 1 1 18 I 20 
I .3% .3% 5.6% I 6.2% 
3.001 10 46 149 I 205 
I 3.1% 14.3% 46.3% I 63.7% 
4.001 3 12 28 I 43 
I .9% 3.7% 8.7% I 13.4% 
+-+ 
15 70 237 322 
4.7% 21.7% 73.6% 100.0% 
X( 6, N = 322) = 6.161 p = .4058 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Inf on Career Choice 
Vertical: variable Halls by Area 
1.00 2.00 3.00 
+- 
—+ 
1.001 6 19 90 1 115 
1 1.7% 5.5% 25.9% 1 33.1% 
2.001 4 21 81 1 106 
1 1.2% 6.1% 23.3% 1 30.5% 
3.001 1 12 28 1 41 
1 3% 3.5% 8.1% 1 11.8% 
4.001 1 10 31 1 42 
1 .3% 2.9% 8.9% 1 12.1% 
5.001 4 12 27 1 43 
1 1.2% 3.5% 7.8% 1 12.4% 
6.001 0 0 0 1 0 
1 .0% .0% .0% 1 .0% 
+- —+ 
16 74 257 347 
4.6% 21.3% 74.1% 1 00.0% 
X( 10, N = 347) = 8.019 p = .6282 
1.00 2.00 3.00 
+.. —+ 
1.001 6 19 90 1 115 
1 1.7% 5.5% 25.9% 1 33.1% 
2.001 4 21 81 1 106 
1 1.2% 6.1% 23.3% 1 30.5% 
3.001 1 12 28 1 41 
1 .3% 3.5% 8.1% 1 11.8% 
4.001 1 10 31 1 42 
1 .3% 2.9% 8.9% 1 12.1% 
5.001 4 12 27 1 43 
1 1.2% 3.5% 7.8% 1 12.4% 
+- —+ 
16 74 257 347 
4.6% 21.3% 74.1% 100.0% 
X( 8, N = 347) = 8.019 p = .4322 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Influence on Career Choice 
Vertical: variable Field of Employment 
1.00 2.00 3.00 
+- 
1.001 0 0 1 1 1 
1 .0% .0% .3% 1 .3% 
2.001 0 1 2 1 3 
1 .0% .3% .6% 1 .9% 
3.001 2 7 57 1 66 
1 .6% 2.0% 16.6% 1 19.2% 
4.001 0 2 8 1 10 
1 .0% .6% 2.3% 1 2.9% 
5.001 7 31 84 1 122 
1 2.0% 9.0% 24.5% 1 35.6% 
6.001 2 7 34 1 43 
1 .6% 2.0% 9.9% 1 12.5% 
7.001 1 2 1 1 4 
1 .3% .6% .3% 1 1.2% 
8.001 0 2 34 1 36 
1 .0% .6% 9.9% 1 10.5% 
9.001 2 8 9 1 19 
1 .6% 2.3% 2.6% 1 5.5% 
10.001 2 12 25 1 39 
1 .6% 3.5% 7.3% 1 11.4% 
+- 
—+ 
16 72 255 343 
4.7% 21.0% 74.3% 100.0% 
X( 18, N = 343) = 32.627 p = .0185 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Influence on Career Choice 
Vertical: variable Individual Income 
1.00 2.00 3.00 
+- —+ 
1.001 1 8 44 1 53 
1 .3% 2.5% 13.7% 1 16.5% 
2.001 1 4 10 1 15 
1 .3% 1.2% 3.1% 1 4.7% 
3.001 2 3 12 1 17 
1 .6% .9% 3.7% 1 5.3% 
4.001 4 5 12 1 21 
1 1.2% 1.6% 3.7% 1 6.5% 
5.001 1 11 33 1 45 
1 .3% 3.4% 10.2% 1 14.0% 
6.001 3 23 35 1 61 
1 .9% 7.1% 10.9% 1 18.9% 
7.001 1 3 31 1 35 
1 .3% .9% 9.6% 1 10.9% 
8.001 1 7 25 1 33 
1 .3% 2.2% 7.8% 1 10.2% 
9.001 0 2 15 1 17 
1 .0% .6% 4.7% 1 5.3% 
10.001 0 1 10 1 11 
1 .0% .3% 3.1% 1 3.4% 
11.001 1 0 2 1 3 
1 .3% .0% .6% 1 .9% 
12.001 0 0 11 1 11 
1 .0% .0% 3.4% 1 3.4% 
+- -+ 
15 67 240 322 
4.7% 20.8% 74.5% 100.0% 
X( 22, N = 322) = 43.722 p = .0042 
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File: datal size: 350 * 66 MISS= -9999.00 
Include all cases 
Horizontal: variable Influence on Career Choice 
Vertical: : variable Educational Satisfaction 
1.00 2.00 3.00 
+___. 
—+ 
1.001 5 23 57 1 85 
1 1 1.4% 6.6% 16.5% 1 24.6% 
2.001 9 40 140 1 189 
1 2.6% 11.6% 40.5% 1 54.6% 
3.001 2 7 52 1 61 
1 .6% 2.0% 15.0% 1 17.6% 
4.001 0 3 5 1 8 
1 .0% .9% 1.4% 1 2.3% 
5.001 0 1 2 1 3 
1 .0% .3% .6% 1 .9% 
6.001 0 0 0 1 0 
1 .0% .0% .0% 1 .0% 
+-— 
16 74 256 346 
4.6% 21.4% 74.0% 100.0% 
X( 10, N = 346) = 8.064 p = .6238 
1.00 2.00 3.00 
+—■ -—+ 
1.001 5 23 57 1 85 
1 1.4% 6.6% 16.5% 1 24.6% 
2.001 9 40 140 1 189 
1 2.6% 11.6% 40.5% 1 54.6% 
3.001 2 7 521 61 
1 1 .6% 2.0% 15.0% 1 17.6% 
4.001 0 4 7 1 11 
1 .0% 1.2% 2.0% 1 3.2% 
5.001 0 0 0 1 0 
1 .0% .0% .0% 1 .0% 
+-— —+ 
16 74 256 346 
4.6% 21.4% 74.0% 100.0% 
X( 8, N = 346) = 8.041 p = .43010 
153 
File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
FREQUENCY TABLE 
Variable: Influence on Personal Growth 
Smallest Value= 1.00000 
Largest Value= 3.00000 
Category Frequency Percent Cum. Freq. Percent 
1.00<= - < 2.00 102 29.39% 102 29.39% 
2.00<= - < 3.00 204 58.79% 306 88.18% 
3.00<= - < 4.00 41 11.82% 347 100.00% 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Influence on Personal Growth 
Vertical: variable RA Role 
1.00 2.00 3.00 
+- -+ 
1.001 19 45 7 1 71 
1 5.7% 13.5% 2.1% 1 21.3% 
2.001 28 85 23 1 136 
1 8.4% 25.4% 6.9% ! 40.7% 
3.001 2 1 0 1 3 
1 .6% .3% .0% 1 .9% 
4.001 2 4 2 1 8 
1 .6% 1.2% .6% 1 2.4% 
5.001 46 62 8 1 116 
1 13.8% 18.6% 2.4% 1 34.7% 
+- -+ 
97 197 40 334 
29.0% 59.0% 12.0% 100.0% 
X( 8, N = 334) = 18.068 p = .0206 
Horizontal: variable Influence on Personal Growth 
Vertical: variable RA Role 
1.00 2.00 3.00 
+- —+ 
1.001 19 45 7 1 71 
1 5.7% 13.5% 2.1% 1 21.3% 
2.001 28 85 23 1 136 
1 8.4% 25.4% 6.9% 1 40.7% 
3.001 4 5 2 1 11 
1 1.2% 1.5% .6% 1 3.3% 
4.001 46 62 8 1 116 
1 13.8% 18.6% 2.4% 1 34.7% 
+- —+ 
97 197 40 334 
29.0% 59.0% 12.0% 100.0% 
X( 6, N = 334) = 15.523 p = .0 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Influence on Personal Growth 
Vertical: variable Influence on Academics 
1.00 2.00 3.00 
+- —+ 
1.001 4 2 0 1 6 
1 1.2% .6% .0% 1 1.7% 
2.001 31 37 11 69 
1 9.0% 10.7% 3% 1 20.0% 
3.001 0 0 0 1 0 
1 .0% .0% .0% 1 .0% 
4.001 5 12 3 1 20 
1 1 1.4% 3.5% .9% 1 5.8% 
5.001 60 153 37 1 250 
1 17.4% 44.3% 10.7% 1 72.5% 
+- 
—+ 
100 204 41 345 
29.0% 59.1% 11.9% 100.0% 
X( 8, N = 345) = 21.442 p = .0064 
Horizontal: variable Inf on P 
Vertical: variable Influence on Academics (revised) 
1.00 2.00 3.00 
+- 
—+ 
1.001 37 39 1 1 77 
1 10.7% 11.2% .3% 1 22.2% 
2.001 5 12 3 1 20 
1 1.4% 3.5% .9% 1 5.8% 
3.001 60 153 37 1 250 
1 17.3% 44.1% 10.7% 1 72.0% 
+- 
—+ 
102 204 41 347 
29.4% 58.8% 11.8% 100.0% 
X( 4, N = 347) = 22.109 p = .0 
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File: datal size: 350 * 66 MISS= -9999.00 
Include all cases 
Horizontal: variable Influence on Personal Growth 
Vertical: variable Sex 
1.00 2.00 3.00 
+- —+ 
1.001 39 81 25 1 145 
1 11.3% 23.5% 7.2% 1 42.0% 
2.001 62 122 16 ! 200 
1 18.0% 35.4% 4.6% 1 58.0% 
+- 
101 203 41 345 
29.3% 58.8% 11.9% 100.0% 
X( 2, N = 345) = 6.901 p = .0308 
File: datal size: 350 * 66 MISS= -9999.00 
Include all cases 
Horizontal: variable Influence on Personal Growth 
Vertical: variable Year by Era 
1.00 2.00 3.00 
-1-  
—+ 
1.001 15 29 10 1 54 
1 4.7% 9.0% 3.1% 1 16.8% 
2.001 3 9 8 1 20 
1 .9% 2.8% 2.5% 1 6.2% 
3.001 62 124 18 1 204 
1 19.3% 38.5% 5.6% 1 63.4% 
4.001 19 21 4 1 44 
1 5.9% 6.5% 1.2% 1 13.7% 
+- 
—4- 
99 183 40 322 
30.7% 56.8% 12.4% 100.0% 
X( 6, N = 322) = 22.157 p = .0015 
File: datal size: 350 * 66 MISS= -9999.00 
Horizontal: variable Influence on Personal Growth 
Vertical: variable Halls by Area 
1.00 2.00 3.00 
+- -+ 
1.001 29 68 18 1 115 
1 8.4% 19.6% 5.2% 1 33.1% 
2.001 32 63 12 1 107 
1 9.2% 18.2% 3.5% 1 30.8% 
3.001 13 21 6 1 40 
1 3.7% 6.1% 1.7% 1 11.5% 
4.001 9 29 4 1 42 
1 2.6% 8.4% 1.2% 1 12.1% 
5.001 19 23 1 1 43 
1 5.5% 6.6% .3% 1 12.4% 
6.001 0 0 0 1 0 
1 .0% .0% .0% 1 .0% 
+- -+ 
102 204 41 347 
29.4% 58.8% 11.8% 100.0% 
X( 10, N = 347)= 11.432 p = .3244 
1.00 2.00 3.00 
+- -+ 
1.001 29 68 18 1 115 
1 8.4% 19.6% 5.2% 1 33.1% 
2.001 32 63 12 1 107 
1 9.2% 18.2% 3.5% 1 30.8% 
3.001 13 21 6 1 40 
1 3.7% 6.1% 1.7% 1 11.5% 
4.001 9 29 41 42 
1 2.6% 8.4% 1.2% 1 12.1% 
5.001 19 23 1 1 43 
1 5.5% 6.6% .3% 1 12.4% 
+- 
102 204 41 347 
29.4% 58.8% 11.8% 100.0% 
X( 8, N = 347)= 11.432 p = .1779 
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size: 350 * 66 MISS= -9999.00 File: datal 
Include all cases 
Horizontal: variable Influence on Personal Growth 
Vertical: variable Field of Employment 
1.00 2.00 3.00 
+- 
1.001 1 0 0 1 1 
1 .3% .0% .0% 1 .3% 
2.001 2 1 0 1 3 
1 .6% .3% .0% 1 .9% 
3.001 18 41 6 1 65 
1 5.2% 12.0% 1.7% 1 19.0% 
4.001 3 6 1 1 10 
1 .9% 1.7% .3% 1 2.9% 
5.001 36 74 12 1 122 
1 10.5% 21.6% 3.5% 1 35.6% 
6.001 11 26 7 1 44 
1 3.2% 7.6% 2.0% 1 12.8% 
7.001 1 3 0 1 4 
1 1 .3% .9% .0% 1 1.2% 
8.001 10 18 8 1 36 
1 2.9% 5.2% 2.3% 1 10.5% 
9.001 7 10 2 1 19 
1 2.0% 2.9% .6% 1 5.5% 
10.001 12 22 5 1 39 
1 3.5% 6.4% 1.5% 1 11.4% 
+— 
—+ 
101 201 41 343 
29.4% 58.6% 12.0% 100.0% 
X( 18, N = 343) = 11.575 p = .8684 
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File: datal size: 350 * 66 MISS= -9999.00 
Include all cases 
Horizontal: variable Influence on Personal Growth 
Vertical: variable Individual Income 
1.00 2.00 3.00 
+- —+ 
1.001 13 34 7 1 54 
1 4.0% 10.6% 2.2% 1 16.8% 
2.001 6 9 0 1 15 
1 1.9% 2.8% .0% 1 4.7% 
3.001 5 11 1 1 17 
1 1.6% 3.4% .3% 1 5.3% 
4.001 7 10 4 1 21 
1 2.2% 3.1% 1.2% 1 6.5% 
5.001 18 24 2 1 44 
1 5.6% 7.5% .6% 1 13.7% 
6.001 19 37 5 1 61 
1 5.9% 11.5% 1.6% 1 18.9% 
7.001 10 21 5 1 36 
1 3.1% 6.5% 1.6% 1 11.2% 
8.001 6 21 6 1 33 
1 1.9% 6.5% 1.9% 1 10.2% 
9.001 3 13 1 1 17 
1 .9% 4.0% .3% 1 5.3% 
10.001 1 7 2 1 10 
1 .3% 2.2% .6% 1 3.1% 
11.001 2 1 0 ! 3 
1 . 6% .3% .0% 1 .9% 
12.001 3 5 3 1 11 
1 .9% 1.6% .9% 1 3.4% 
+- —+ 
93 1 93 36 322 
28.9% 59.9% 11.2% 100.0% 
X( 22, N = 322) = 22.324 p = .4411 
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File: datal size: 350 * 66 MISS= -9999.00 
Horizontal: variable Influence on Personal Growth 
Vertical: variable Educational Satisfaction 
1.00 2.00 3.00 
+— 
-+ 
1.001 30 44 111 85 
1 8.7% 12.7% 3.2%l 24.6 
2.001 60 110 191 189 
1 17.3% 31.8% > 5.5%l 54.6% 
3.001 10 42 91 61 
1 2.9% 12.1% 2.6%l 17.6% 
4.001 2 5 11 8 
1 .6% 1.4% .3%l 2.3% 
5.001 0 2 11 3 
1 .0% .6% .3%l .9% 
6.001 0 0 01 0 
1 .0% .0% .0%l .0% 
+— -+ 
102 203 41 346 
29.5% 58.7% 11.8% 100.0% 
X( 10, N = 346) = 9.821 p = .4570 
Horizontal: variable Influence on Personal Growth 
Vertical: variable Educational Satisfaction (revised) 
1.00 2.00 3.00 
+--+ 
1.001 30 44 111 85 
I 8.7% 12.7% 3.2%l 24.6% 
2.001 60 110 191 189 
I 17.3% 31.8% 5.5%l 54.6% 
3.001 10 42 91 61 
I 2.9% 12.1% 2.6%l 17.6% 
4.001 2 7 21 11 
I .6% 2.0% .6%l 3.2% 
+---+ 
102 203 41 346 
29.5% 58.7% 11.8% 100.0% 
X( 6, N = 346) = 8.553 p = .1995 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
FREQUENCY TABLE 
Variable: RA Role 
Smallest Value= 1.00000 
Largest Value= 4.00000 
Category Frequency Percent Cum. Freq. Percent 
1.00<= - < 2.00 73 21.66% 73 21.66% 
2.00<= - < 3.00 137 40.65% 210 62.31% 
3.00<= - < 4.00 11 3.26% 221 65.58% 
4.00<= - < 5.00 116 34.42% 337 100.00% 
162 
File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable RA Role 
Vertical: variable Influence on Academics 
1.00 2.00 3.00 4.00 
+~- 
—+ 
,001 1 2 0 3 1 6 
1 ! .3% .6% .0% .9% 1 1.8% 
.001 18 25 2 23 1 68 
1 5.4% 7.4% .6% 6.8% 1 20.2% 
001 0 0 0 0 1 0 
1 .0% .0% .0% .0% 1 .0% 
.001 3 7 1 7 1 18 
1 1 .9% 2.1% .3% 2.1% 1 5.4% 
.001 51 102 8 83 1 244 
1 15.2% 30.4% 2.4% 24.7% 1 72.6% 
+- 
-+ 
73 136 11 116 336 
21.7% 40.5% 3.3% 34.5% 100.0% 
X( 12, N = 336) = 2.537 p = .9975 
Horizontal: variable RA Role 
Vertical: variable Influence on Academics (revised) 
1.00 2.00 3.00 4.00 
-1-. —+ 
1.001 19 28 2 26 1 75 
1 5.6% 8.3% .6% 7.7% 1 22.3% 
2.001 3 7 1 7 1 18 
1 .9% 2.1% .3% 2.1% 1 5.3% 
3.001 51 102 8 83 1 244 
1 15.1% 30.3% 2.4% 24.6% 1 72.4% 
+- —4- 
73 137 11 116 337 
21.7% 40.7% 3.3% 34.4% 100.0% 
X( as >6 II 337) = 1.525 p = .9568 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable RA Role 
Vertical: variable Sex 
1.00 2.00 3.00 4.00 
+-—- + 
1.001 28 83 4 29 I 144 
I 8.4% 24.8% 1.2% 8.7% I 43.0% 
2.001 45 53 7 86 I 191 
I 13.4% 15.8% 2.1% 25.7% I 57.0% 
+---+ 
73 136 11 115 335 
21.8% 40.6% 3.3% 34.3% 100.0% 
X( 3, N = 335) = 33.717 p =0.0000 
File: datal size: 350 * 66 MISS= -9999.00 
Include all cases 
Horizontal: variable RA Role 
Vertical: variable Year by Era 
1.00 2.00 3.00 4.00 
+----—+ 
1.001 14 26 1 14 I 55 
I 4.5% 8.3% .3% 4.5% I 17.6% 
2.001 4 13 0 3 I 20 
I 1.3% 4.2% .0% 1.0% I 6.4% 
3.001 37 80 4 75 I 196 
I 11.8% 25.6% 1.3% 24.0% I 62.6% 
4.001 14 7 3 18 I 42 
I 4.5% 2.2% 1.0% 5.8% I 13.4% 
-i-h 
69 126 8 110 313 
22.0% 40.3% 2.6% 35.1% 100.0% 
X( 9, N = 313) = 22.505 p = .0077 
164 
File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable RA Role 
Vertical: variable Halls by Area 
1.00 2.00 3.00 4.00 
+- -+ 
1.001 20 63 5 24 1 112 
1 5.9% 18.7% 1.5% 7.1% 1 33.2% 
2.001 26 36 2 39 1 103 
1 7.7% 10.7% .6% 11.6% 1 30.6% 
3.001 10 16 2 13 1 41 
1 3.0% 4.7% .6% 3.9% 1 12.2% 
4.001 5 12 0 23 1 40 
1 1.5% 3.6% .0% 6.8% 1 11.9% 
5.001 12 10 2 17 1 41 
1 3.6% 3.0% .6% 5.0% 1 12.2% 
+- 
-+ 
73 137 11 116 337 
21.7% 40.7% 3.3% 34.4% 100.0% 
X( 12, N = 337) = 31.202 P = * ,0022 
165 
File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable RA Role 
Vertical: variable Field of Employment 
1.00 2.00 3.00 4.00 
+- 
-+ 
1.001 0 0 0 1 1 1 
1 .0% .0% .0% .3% 1 .3% 
2.001 0 1 0 1 1 2 
1 .0% .3% .0% .3% 1 .6% 
3.001 14 35 1 14 1 64 
1 4.2% 10.5% .3% 4.2% 1 19.2% 
4.001 3 5 0 2 1 10 
1 .9% 1.5% .0% .6% 1 3.0% 
5.001 30 31 5 50 1 116 
1 9.0% 9.3% 1.5% 15.0% 1 34.8% 
6.001 7 18 1 17 1 43 
1 2.1% 5.4% .3% 5.1% 1 12.9% 
7.001 1 2 0 1 1 4 
1 .3% .6% .0% .3% 1 1.2% 
8.001 6 20 3 7 1 36 
1 1.8% 6.0% .9% 2.1% 1 10.8% 
9.001 7 4 0 8 1 19 
1 2.1% 1.2% .0% 2.4% 1 5.7% 
10.001 4 20 1 13 1 38 
1 1.2% 6.0% .3% 3.9% 1 11.4% 
+— —+ 
72 136 11 114 333 
21.6% 40.8% 3.3% 34.2% 100.0% 
X( 27, N = 333) = 37.257 p = .0907 
166 
File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable RA Role 
Vertical: variable Individual Income 
1.00 
1.001 12 
I 3.8% 
2.001 2 
I .6% 
3.001 4 
I 1.3% 
4.001 6 
I 1.9% 
5.001 10 
I 3.2% 
6.001 16 
i 5.1% 
7.001 6 
I 1.9% 
8.001 9 
I 2.9% 
9.001 3 
I 1.0% 
10.001 1 
I .3% 
11.001 0 
I .0% 
12.001 1 
I .3% 
2.00 3.00 
12 3 
3.8% 1.0% 
6 1 
1.9% .3% 
9 0 
2.9% .0% 
3 0 
1.0% .0% 
12 1 
3.8% .3% 
24 0 
7.7% .0% 
16 3 
5.1% 1.0% 
16 1 
5.1% .3% 
11 0 
3.5% .0% 
7 0 
2.2% .0% 
2 0 
.6% .0% 
7 0 
2.2% .0% 
4.00 
+ 
25 I 52 
8.0% I 16.6% 
5 I 14 
1.6% I 4.5% 
4 I 17 
1.3% I 5.4% 
9 I 18 
2.9% I 5.8% 
20 I 43 
6.4% I 13.7% 
19 I 59 
6.1% I 18.8% 
11 I 36 
3.5% I 11.5% 
7 I 33 
2.2% I 10.5% 
3 I 17 
1.0% I 5.4% 
2 I 10 
.6% I 3.2% 
1 I 3 
.3% I 1.0% 
3 I 11 
1.0% I 3.5% 
+ 
109 313 
34.8% 100.0% 
+- 
70 125 9 
22.4% 39.9% 2.9% 
X( 33, N = 313) = 41.982 p = .1364 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable RA Role 
Vertical: variable Educational Satisfaction 
1.00 2.00 3.00 4.00 
+— 
-+ 
1.001 19 34 2 29 1 84 
1 5.7% 10.1% .6% 8.6% 1 25.0% 
2.001 37 73 7 66 1 183 
1 11.0% 21.7% 2.1% 19.6% 1 54.5% 
3.001 13 25 2 18 1 58 
1 3.9% 7.4% .6% 5.4% 1 17.3% 
4.001 3 5 0 3 1 11 
1 .9% 1.5% .0% .9% 1 3.3% 
+- 
-+ 
72 137 11 116 336 
21.4% 40.8% 3.3% 34.5% 100.0% 
X( 9, N = 336) = 1.793 ] p = .9935 
File: datal size: 350 * 66 MISS= -9999.00 
Include all cases 
FREQUENCY TABLE 
Variable: Influence on Academics 
Smallest Value= 1.00000 
Largest Value= 3.00000 
Category Frequency Percent Cum. Freq. Percent 
1.00<= - < 2.00 77 22.00% 77 22.00% 
2.00<= - < 3.00 20 5.71% 97 27.71% 
3.00<= - < 4.00 253 72.29% 350 100.00% 
168 
size: 350 * 66 MISS= -9999.00 File: datal 
Include all cases 
Horizontal: variable Influence on Academics 
1.00 
+- 
Vertical: variable Sex 
2.00 3.00 
-+ 
1.001 36 12 98 1 146 
1 10.3% 3.4% 28.2% 1 42.0% 
2.001 41 8 153 1 202 
1 11.8% 
+- 
2.3% 44.0% 1 
■—+ 
58.0% 
77 20 251 348 
22.1% 5.7% 72.1% 100.0% 
X( 2, N = 348) = 4.276 p = .1157 
169 
File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Influence on Academics 
Vertical: variable Year by Era 
1.00 2.00 3.00 
+- 
— 4- 
1.001 9 2 44 1 55 
1 2.8% .6% 13.5% 1 16.9% 
2.001 1 2 17 1 20 
1 .3% .6% 5.2% 1 6.2% 
3.001 49 14 143 1 206 
1 15.1% 4.3% 44.0% 1 63.4% 
4.001 14 2 28 1 44 
1 4.3% .6% 8.6% 1 13.5% 
+- —+ 
73 20 232 325 
22.5% 6.2% 71.4% 100.0% 
X( 6, N = 325) = 8.445 p = .20 
170 
File: datal size: 350 * 66 MISS= -9999.00 
Include all cases 
Horizontal: variable Influence on Academics 
Vertical: variable Halls by Area 
1.00 2.00 3.00 
+- 
—+ 
1.001 21 8 87 1 116 
1 6.0% 2.3% 24.9% 1 33.1% 
2.001 21 3 84 1 108 
1 6.0% .9% 24.0% 1 30.9% 
3.001 12 6 23 1 41 
1 3.4% 1.7% 6.6% 1 11.7% 
4.001 12 3 27 1 42 
1 3.4% .9% 7.7% 1 12.0% 
5.001 11 0 32 1 43 
1 3.1% .0% 9.1% 1 12.3% 
+- —+ 
77 20 253 350 
22.0% 5.7% 72.3% 100.0% 
X( 8, N = 350) = 15.864 p = .0 
171 
size: 350 * 66 MISS= -9999.00 File: datal 
Include all cases 
Horizontal: variable Influence on Academics 
Vertical: variable Field of Employment 
1.00 2.00 3.00 
+- —+ 
1.001 0 0 1 1 1 
1 .0% .0% .3% 1 .3% 
2.001 2 0 1 1 3 
1 .6% .0% .3% 1 .9% 
3.001 11 2 54 1 67 
1 3.2% .6% 15.6% 1 19.4% 
4.001 3 0 7 1 10 
1 .9% .0% 2.0% 1 2.9% 
5.001 33 5 85 1 123 
1 9.5% 1.4% 24.6% 1 35.5% 
6.001 9 3 32 1 44 
1 2.6% .9% 9.2% 1 12.7% 
7.001 1 0 3 1 4 
1 .3% .0% .9% 1 1.2% 
8.001 8 3 25 1 36 
1 2.3% .9% 7.2% 1 10.4% 
9.001 3 2 14 1 19 
1 .9% .6% 4.0% 1 5.5% 
10.001 6 5 28 1 39 
1 1.7% 1.4% 8.1% 1 11.3% 
+- —+ 
76 20 250 346 
22.0% 5.8% 72.3% 100.0% 
X( 18, N = 346) = 15.421 p = .6336 
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File: datal 
Include all cases 
size: 350 * 66 MISS= -9999.00 
Horizontal: variable Influence on Academics 
Vertical: variable Individual Income 
1.00 2.00 3.00 
+- 
—+ 
1.001 6 4 44 1 54 
1 1.8% 1.2% 13.5% 1 16.6% 
2.001 5 0 10 1 15 
1 1.5% .0% 3.1% 1 4.6% 
3.001 5 0 12 1 17 
1 1.5% .0% 3.7% 1 5.2% 
4.001 8 1 12 1 21 
1 2.5% .3% 3.7% 1 6.5% 
5.001 13 2 30 1 45 
1 4.0% .6% 9.2% 1 13.8% 
6.001 14 5 42 1 61 
1 4.3% 1.5% 12.9% 1 18.8% 
7.001 5 2 30 1 37 
1 1.5% .6% 9.2% 1 11.4% 
8.001 6 1 26 1 33 
1 1.8% .3% 8.0% 1 10.2% 
9.001 1 1 15 1 17 
1 .3% .3% 4.6% 1 5.2% 
10.001 3 1 7 1 11 
1 .9% .3% 2.2% 1 3.4% 
11.001 0 0 3 1 3 
1 .0% .0% .9% 1 .9% 
12.001 4 1 6 1 11 
1 1.2% .3% 1.8% 1 3.4% 
+- 
70 18 237 325 
21.5% 5.5% 72.9% 100.0% 
X( 22, N = 325) = 20.965 p = .52 
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size: 350 * 66 MISS= -9999.00 File: datal 
Include all cases 
1.00 
+- 
Horizontal: variable Influence on Academics 
Vertical: variable Educational Satisfaction 
2.00 3.00 
-+ 
1.001 28 3 55 1 86 
1 8.0% .9% 15.8% 1 24.6% 
2.001 38 10 143 1 191 
1 10.9% 2.9% 41.0% 1 54.7% 
3.001 6 6 49 1 61 
1 1.7% 1.7% 14.0% 1 17.5% 
4.001 4 1 6 1 11 
1 1.1% 
+- 
.3% 1.7% 1 
—+ 
3.2% 
76 20 253 349 
21.8% 5.7% 72.5% 100.0% 
X( 6, N = 349) = 14.836 p = .0214 
174 
BIBLIOGRAPHY 
Aceto, Thomas D. (1962), Students in Pre-Professional Staff Roles, 
The Journal Of College Student Personnel, 4(1),p. 23-27. 
Ames, W. Clark and Others, (1979), Benefits Resulting from Holding a 
Paraprofessional Position, Journal of College and University Student 
Housing, 9(1), p.14-19. 
Anderson, Scarvia B., Ball, Samuel, Murphy, Richard T. and Associates 
(1975), Encyclopedia of Educational Evaluation, San Francisco: 
Jossey - Bass. 
Astin, A.W. (1977), Four Critical Years: Effects of College on Beliefs, 
Attitudes, and Knowledge, San Francisco Jossey - Bass. 
Baird, L.L., (1969), The Effects of College Residence Groups on 
Students’ Self-Concepts, Goals and Achievements, Personnel and 
Guidance Journal, 47, p. 1015-1021. 
Banning, J.H. (1980), The Campus Ecology Manager Role, In Delworth, 
U., Hanson, G.R. and Associates, Student Services: A Handbook for the 
Profession, San Francisco:Jossey-Bass. 
Blimling, G.S. and Miltenberger, L.J. (1981), The Resident Assistant: 
Working With College Students in College Residence Halls, 
Kendall/Hunt, Dubuque, Iowa, 
Borg, Walter R. and Gall, Meredith D. (1963), Educational Research, 
New York:Longman. 
Brown, William F, and Zunker, Vernon, G. (January, 1966), Student 
Counselor Utilization at Four-Year Institutions of Higher Learning, 
The Journal Of College Student Personnel, p. 41-46. 
Butters, Michael A. and Gade, Eldon M. (July 1982), Job Satisfaction , 
and Leadership Behavior of Residence Hall Assistants, Journal of -T 
College Student Personnel, p. 320 - 324,. 
Calvert, R.J., Jr. (1969) Career Patterns of Liberal Arts Graduates. 
Cranston, R.I.:Carroll Press. 
175 
Chickering, A.W. (1969), Commuting Versus Residence Students, San 
Francisco :Jossey-Bass. 
Cooper, A.C. (1971), A Proposal for Professional Preparation of 
College Development Educators, Report from Commission of 
Professional Development, Council of Student Personnel 
Associations. 
Cooper, A.C. (1972), Student Development Services in Higher 
Education, Report from Commission of Professional Development, 
Council of Student Personnel Associations. 
Dickson, Gary L. (July, 1981), The Resident Assistant Stress 
Inventory 1975-1979: A National Study, Journal of College Student 
Personnel, 362-p.367. 
Drew, D. , (1978), New Directions For Education and Work: 
Competency, Careers and College" , no.2, San Francisco, Jossey- 
Bass. 
Ellsweig, Phyllis L. (1972), The Effects of Group Experiences on 
College Resident Advisors and Their Advisees, unpublished 
dissertation, Lehigh University. 
Ender, Steven C. (1983),Students as Paraprofessionals, in Miller, 
Theodore, ., Winston, Roger B., and Mendenhall, William R., 
Administration and Leadership in Student Affairs: Actualizing 
Student Development in Higher Education, Muncie, 
lndiana:Accelerated Development, Inc.. 
Ender, Steven C. (1984), Student Paraprofessionals within Student 
Affairs: The State of the Art, in Ender, S, and Winston, R. (Eds.), 
Using Students as Paraprofessional Staffs New Directions for 
Student Services, no. 27, 3-21, San Francisco:Jossey-Bass. 
Ender, Steven, C., McCaffrey, Sue S., and Miller, Theodore, K. (1979), 
Students Helping Students: A Training Manual For Peer Helpers On 
The College Campus, Athens, Ga.:Student Development Associates. 
Feldman, Kenneth and Newcomb, Theodore (1976), The Impact of 
College on Students, San Francisco:Jossey-Bass. 
176 
Fuehrer, Ann and McGonagle, Katherine (May, 1972), Individual and 
Situational Factors as Predictors of Burnout Among Resident 
Assistants, Journal of College Student Development, 29. 
Gilligan, C. (1981), Moral Development, In Chickering, A.W. and 
Associates, The Modern American College: Responding to the New 
Realities of Diverse Students and a Changing Society, San 
Francisco:Jossey -Bass. 
Greenleaf, W. (1939). Economic Status of College Alumni. Bulletin 
1937. No. 10. Washington, D.C.: Office of Education, U.S. Department 
of the Interior 
Greenwood, Janet D. (1980), Selected Considerations for the 
Practice of Student Development, in Creamer, Don G. (Ed.), Student 
Development in Higher Education, AC PA, #27. 
Gurin, G., (1971) The Impact of the College Experience, In S.B. Withey 
(Ed.), A Degree and What Else?, New York: McGraw-Hill, p. 25-54. 
Havemann, E. and West, P.S. (1952). They Went to College. New York: 
Harcourt Brace Jovanovich. 
Heath, P.H. (1980), Wanted: A Comprehensive Model of Healthy 
Development, The Personnel and Guidance Journal, v.58(5),P. 391 - 
399. 
Hettler, B. (1980), Wellness Promotion on a University Campus, 
Family and Community Health, v.3,P.77-95. 
Hornak, J.(1982), Resident Assistant Burnout: A Self-Defeating 
Behavior, Journal of College and University Student Housing, v.12, P. 
14-16. 
Hyman, H.H., Wright, C.R., and Reed, J.S. (1975),7T7e enduring Effects 
of Education, Chicago: University of Chicago Press. 
Lillis, Charles J. and Schuh, John H. (1982), The Perceived Long-Term ^ 
Benefits of Holding a Resident Assistant Position, Journal of College 
and University Student Housing, 12(1), p. 36-39. 
Maslach, C. (1978), Job Burnout: How People Cope, Public Welfare, 
v.36(2), P. 111-124. 
177 
McCracken, C.W. (1958), Student Counseling, Student Responsibility 
in Higher Education, United States National Student Association, 
Philadelphia. 
Miller, T.K. and Prince, J.S. (1976), The Future of Student Affairs: A 
Guide to Student Development for Tomorrow’s Higher Education, San 
Francisco:Jossey-Bass. 
Miller, T.K., and Coynye, R.K. (1980), Paraprofessional Problems: A 
Comparison of Residence Hall Paraprofessionals and Regular 
Students, Journal of College and University Student Housing, v.10(1), 
P. 10-12. 
Miller, Theodore, Winston, Roger B., and Mendenhall, William R. 
(1983), Human Development and Higher Education, in ibid, 
Administration and Leadership in Student Affairs: Actualizing 
Student Development in Higher Education, Accelerated Development, 
Inc., Muncie, Indiana. 
Morrill, W.H. and Hurst, J.C., and Associates (1980), Dimensions of 
Intervention for Student Development, New York:Wiley. 
Morrill, W.H., Getting, E.R. and Hurst, J.C. (1974), Dimensions of 
Counseling Functions, The Personnel and Guidance Journal, v.52, p. 
354-359. 
Nowack, Kenneth M., Gibbons, Jack M., and Hanson, Alan L. (March 
1985), Factors Affecting Burnout and Job Performance of Resident 
Assistants, Journal of College Student Personnel, p. 137-142. 
Ohlsen, M.M. (1950), Developments in Residence Hall Counseling, 
Educational and Psychological Measurement, v.10, p. 178-180. 
Ohlson, L.A. (1967), Attitudes of Students and Resident Assistants in 
University Residence Halls, College Student Survey, 1, p. 64-78. 
Pace, C.R. (1941). They Went to College. Minneapolis: University of 
Minnesota Press 
Powell, J., Plyler, S., Dickson, B. and McClellan, S. (1969), The 
Personnel Assistant in College Residence Halls, New York.Houghton 
Mifflin. 
178 
Reitz, J., (1975), Undergraduate Aspirations and Career Choice: 
Effects of College Selectivity, Sociology of Education, 48, p. 308- 
323. 
Riker, H.C. and DeCoster, D.A. (1971), The Educational Role in College 
Student Housing, Journal of College and University Student Housing, 
V.1 (1), p. 1-4. 
Rogers, R. and Widick, C. (1978), Integrating Theory and Practice: A 
"Grounded” Formal Theory Approach to the Study of College Students 
and Student Development Practice, Paper presented at the Meeting of 
the American College Personnel Association, Detroit. 
Rogers, Robert F. (1980), Theories Underlying Student Development, 
in Creamer, Don G. (Ed.), Student Development in Higher Education, 
ACPA, #27. 
Sanford, N. (1963), Factors Related to the Effectiveness of Student 
Interaction With The College Social System, In Barger B. and Hall, 
E.E. (Eds.), Higher Education and Mental Health, Proceedings of a 
Conference, Univ. of Florida, Gainesville, p. 8-26. 
Schilling, Karl L. (1977), Impact of a Training Course on Personal 
Development of Resident Assistants, NASPA Journal, 1_4,(4), p. 33- 
37. 
Schuh, John H., Shipton, William C. and Edman, Neal (January, 1986), 
Counseling Problems Encountered by Resident Assistants, Journal Of 
College Student Personnel, p. 26-33. 
Schuh, John H., Shipton, William C. and Edman, Neal (Summer, 1988), 
Counseling Problems Encountered by Resident Assistants: A 15-year 
Study, The Journal of College and University Student Housing, 12.(1), 
Shipton, William C. and Schuh, John H. (May, 1982), Counseling 
Problems Encountered by Resident Assistants: A Longitudinal Study, 
Journal of College Student Personnel, p. 246-252. 
Solmon, L.C., Bisconti, A.S., and Ochsner, N.L. (1977), College as a 
Training Ground for Jobs, New York: Praeger. 
179 
Southworth, J.A. and Morningstar, M.E., (1970), Persistence of 
Occupational Choice and Personality Congruence, Journal of 
Counseling Psychology, 17, p. 409-412. 
Spaeth, J.L., (1977)Differences in the Occupational Achievement 
Process Between Male and Female College Graduates, Sociology of 
Education, 50, 206-217. 
Sprinthall, Norman A., Bertin, Barabara D. and Whitely, John M., 
(1982), Accomplishment After College: A Rationale for Development 
Education, NAS PA Journal, 20, 36-46. 
Vacc, Nicholas A. (May, 1974), Cognitive Complexity in Resident 
Assistants and Their Accuracy in Predicting Student Academic 
Performance, Journal of College Student Personnel, p. 194-197. 
Wallace, D.G. (1949). A Description and Interpretation of the 
Activities and Opinions of Syracuse University Graduates Related to 
General Education. Unpublished Doctoral Dissertation. Syracuse 
University. 
Winston, Roger B., Jr. and Ender, Steven C. (June, 1988), Uses of 
Student Paraprofessionals in Divisions of College Student Affairs, 
Journal of Counseling and Development, v.66, p. 466-473. 
Winston, Roger B.. Jr., Ullom, Marcy S., and Werring, Charles J. 
(September, 1984), Student Paraprofessionals in Residence Halls, in 
Ender, S, and Winston, R. (Eds.), Using Students as Paraprofessional 
Staff, New Directions for Student Services, no. 27, p. 3-21, San 
Francisco:Jossey-Bass. 
Wishart, P. and Rossmann J. (1977). Career Patterns, Employment and 
Earnings of Graduates of 11 ACM Colleges. Chicago: Associated 
Colleges of the Midwest 
Wolkon, K.A., (1972) Pioneer Vs. Traditional: Two Distinct Vocational 
Patterns of College Alumnae, Journal of Vocational Behavior, 2, p. 
275-282. 
Yarborough, John M. and Cooper, Mrs. Robert A. (June, 1963), The 
Present Day Resident Assistant Program, The Journal Of College 
Student Personnel, 4(4), p. 246-249. 
180 
Zunker, Vernon G.(July, 1975), Students as Paraprofessionals in 
Four-Year Colleges and Universities, Journal of College Student 
Personnel, p. 282-286. 
181 


